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- The works. presented_herein. provide highly pos*ive stimulatioﬁ, Jaced
' generously with frustration. Conscious pragtitioners of interdisciplinary
v , approachies to problem solving will relate easily to this. They have been
- there'before in attemgiing to bring a multi-dimensional approach to.the’
discussion of a'new cdncept' and the implications derived therefrom.
* . They know the hazards of non-traditional approaches that transcend the -
bonds oi any one discipline. This has b'ee\n notable in tases suggasting’
< . ‘thatthe deminant American‘middle-class value system and the cultural -
' . practices stemming therefrom are not immutablé and possibly are not
. the ultimate good that man can achieve on Earth! Like it grinot, this
L appears to be-a major implication of these teadings. Obwiously, this
implication may prove .annoying fo those who are struck by the strong
\ possibility of its validity. . . A : :

Without intending to detract-from those who so’SpectacuIarIy broke
gssential ground in the latter 16th'and the 19th Centyies in their de-
velopment of new systems and schools of thought, it must be asserted
that today's inquiry-oriented, Educator-stholar, feels imprisoned by the
19th Century Frame of Reference that exefts such.a dominant ibfluence
.+~ + on20thCenturythiought ahd action. Thisis particularly true with regard to

the mechanistic cliches and related practices that Educatign inheriteds

Notable here is the view of the.learner as ‘a receptaclé into which,
knowledge is poured; the legrning prccess as simply regurgitating input,
.. ard evaluation as a matter of assessing the quantity of- regyrQ;tation.'
How the input is received by sand processed through the learner's
- mental-muscle-mind is.of fittle., if any, importance: learning is simply a
, - -matter of consistent, rigorous, and repetilive exercise. To suggest that
. students” varying cultural heritages are valued resources rather than,
" impedirhefits to the smooth opération ¢f this process would be consi- °
. dered the ultimate Educational heresy! T .
Teachers' lives are fairly secure in this tradiﬁonalsystem. One has only

T to be a subject-iatter master with enough strength to subdue_the .

stroriger and mbre recalcitpant of the reluctant learners. Iftoo much effort
Is required {o teach "these people,” they are to be removed. “Truth" lies in
’ e text as interpreted by the teacher. Its subject-matter and vaiues are
" presented,: absarbed, repeated, -and graded. No c¢hallenges ‘are aé-.
Lcepted in the classroom. Itis unfortunate that many Americans have not
escaped this frame af reference. They make it difficult to consider objec-
tively the implications of a vital concept like “transculturalization.”
Perhaps ‘all of this is a straw man devised to set the stage for the
’ enjoyment of a good set of readings. Non-traditionglisfs may take com-
fortin the knowledge 1 .at feceiVed dogmas” have aiways been forced to
. contend with worthwhile chaliengers. So it has been‘in Education. Tradi-

) ix { . . “ ’ i ) : /
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tional Education was jarred and improved by Deey and the Progressive
e ' emnhasis on application of knowledge by the learner. New dimensions
with regard to the process of l'eaching and learning have been suggested
~ and validated by the Biooms, Bruners, Fentions, Suchmans, Tabas, and
many ‘of the teacher-scholars who- put their ideas on the line in this
volume. As a group they find ifnecessary not only to analyze the process
by which studénts consume, assimilate, and apply knowledge but also
ST N how the learning environment created by teachers, their attitudes, val-
. T . ue,, and materials facilitate and/or impede the operation of the learning
3 process. Teachers in this system cannot luxuriate in the objective
|- simplicity of the traditional approach, which -precluded subh\\/'irjzwt
thoughd, and which especially was not obviously congruent wi e

o - dominant value profile and- ‘practices of middle-class Americans.
' fls reassuring to note that the writérs in this volume frankly acknow-

. this socio-economic system requires new, accepting attitudes towardthe
u ~learning opportunities offered by our various rich cultural heritages. They

: * able, if not absolutely essential, -
7 I hothing dlse, cuming to grips with the transculturg)- concept requlres
L patience and.a high tolerance for ambiguity. It demands that one be

2 * Yositively stimulated by complexity. This is not-for those who like their

N . professioh in neat, manageable packages: they should try some other

ing, as the concept, implications, arfd implementation of transculturali-
_ 2aion are considered hete. Perhaps this is as it should be in a society
" that seems to be increasingly charactgrfzed by crashing absolutes.
In any event, & is always stimulating to be in ‘the forefront of a new
o development in any legitimate field. One is doubly honored in this in-
stance, not only begause of the distinguished company, but also be-
‘ cause of being directly involved in the first major effort of the Muitilingual
Multi¢ultural Materials Development Center.

Dr. Alvin H. Thompson, Director ' v,
. . . Teacher Preparation Center ’
: .California State Polytechnic University, Pomona
L4 '.

r ' ledge the complexities facing them as professionals. They attempt to
3 . understand and utilize culturaldynamics in teaching today's childrehand - ..
- youth. They accept the proposition that our mutual interdependence in

would also agree that their task is and will continue. to be “faced.gener-
ously with frustration,” but that the worth of the mlssuon makes it bear-'

field. One recelves a disfinct impression of tenf2tiweness, often of grop-.
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_ The 1971 White House Gonference or Youth Report includes a state-

- in May of 1976.

. basis for symposium presentations and discussions to generate thought

the challenge of the Subcommittee and the realization that culture,

widerany'  ‘concerns. The National Multllmgual Multicultural Materials

RODUCTION

ment of the Educatian Advisory Task Force Subcommittee which chal- y
lenges educators to desvgn new curriculum models stating: “The primary -~ - o

goal of education should be self-actualization: ofall individuals served,
not preparation of individuals to fit existing social slots which are deter-

mined by ec?gg:n%sderaﬁn but the focus must always be on the

student as a rather than on the content as subject.”

Accepting that Subcommittee challenge, the staff of the National Mul-
_tlingtial Multicultural Materials Development Center concluded that in -
“order {o design and deyelop new curriculum materials, it was'essential, *
first, to explore the relationsh&p of bilingual multicultural educatiog-
philosophies andcurriculum and instruction theories with prevalllng posi-
tions in other areas of mainstream education. The staff invited profes-
sionals activély engaged in the study and implementation of new alterna-
tives to-quality cultural education to a symposuum for the excpange and
clarification of ideas. The symposium was held at Claremont, (‘allfornla

The concept of a transcultural educatlon\deS|gn was established as a

to support and challenge the notion. This conceptualization resulted from

individuality, and their relationshup to each other must be accommodated -t
and enh@nced by the education process. (See Dr. Hamblin's paper, for ’
“A Transcultural Education Rationale.") }

In addition to the challenge, the National Muitiingual Multicultural
Materials Development Center staff believes that cultural uniqueness in
our society results from the capability to be responsive and responsuble
to opportunities of havmg cultural options with more than one defined
culture; to become “oneself” while mamtaining one's first cultural
privileges.

The views of the presentors focus on these’two concepts and reflecta.

Develcp...at Center staff felt the duty to present tr»e reader with the
fnultlpﬂclty of ideas which may generate further progress in meeting -
national, state, and local goals and objectives of bilingual multicultural -
education. This is done in the hopes.that the reader will perform.at the
next plateau. in our multicultural plurahslic society as a citizen~and
educator. '
It is hoped that the topics presented will be of some operationally
practical value for teachers, counselors, currlculum planners, resource
specialists, teacher trainers, administrators -— those who make decisions
affecting pollcy and practice.

Roberto L. Ortiz

. . L4
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A Tra.n(cultural Education ‘
: .- Rationale* . :
S :  Rick L. Hamblin

The transcultural perspective is not a panacéa. |f is not

an answer in itself. Rather, it is a recognition that-all .

individuals have the freedom and right to honor both their

own and other cultures in order td design the individuals -
. J L]

.

they wish to become. L

-

4

. . an
.

)

IN A MOST provocative White House Conference on Youth Report

- (1971), the Education Advisory Task Force Subcommittee ‘qltaller_lged

. American educators to design new curriculum models, stating;

The primary goal of education should be self-actualization of dllindividuals
served, not preparation of individvals to fit existing social slots whiclr are
determined by economic consideration . . . The focus mist always be on the*
student as'a person rather than on the content as subject. (p. 94 aild 97)
The-report also stated that students should help cesig individyaljzed
education programs suited to their particular competenci :s and goals; The
subeommitteeigdings indicate the heet? long recognized by coniempor-
aryggducators, to treat persons as individuals and to require such recogni-
tion in guiding their academic, eultural, and personal pursuits accordingly.
Those recommendations are a challenge to educators to redesign the
educition system to make greater provision for individuality. .
+ According to Orlosky ant Smith (1972), current cuprictlum practices

de_véloﬁed within the education community stand-a 50 percent charice of

. successful adaptation with lasting effe’cts./,’lfhéﬁﬁpdings pose even stronger |
' ’ ~ T s . .
challenges to educators to provide d functional concept of education for

“individuality. ¢ - § -

Traditional m()dds’éiﬁﬁhusizv.tmnsn’nitti?g the culture of the past! essen-
tially, suc -education becomes a series df nlanned exercises i the or-
ganized knowletlge of the past. Eduéation models should reflect the pre-

‘sent and should project the. future supported by studies of the past.

Mininial provision has been made for adaptation to the léarner’s charac-

@ ' -

el
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‘within the education community in the United States. Better yet,
‘ ‘educato\l'gshchld pr6Vide individuals with the opportunity to select trans-
" culturalioptions. . < 1 . St
. A tratjscultural emphasis in education'must take into account the inter-
- relatedngss of culturé and individuality. It must view individual learners as
-« viable C(Intgibiﬂ"rs fo_the education process, to sbiety; and to their own
growth, | s ' -

Any attempt to conceptualize a transcultural education rationale must

focus upor the identiﬁ‘é\t‘lon and consociation of all faBts of werson,

. society, and subject matter (Tyler,’ 1949).

Primary emphasis must be placed upon the individuality of the persony' '

(Morris, 1961 and .1966; Kneller, 1958). Consideration of the ¢

ural

Curriculym & Instruthion:
N .« [P 2

' Rristics or goals — subordinating teachihg to learning: In fact, “Individual
+ ' differences améng children have sometimes been regarded T nuisante jn
» educatibnal programs sirice they prevent uniformity in glassification, cur-

+  riculug, me'thbds.,anif”results_” (Leeper, 1971, p. 35).  ,,
'One resfgnse do thesc;}halk:nges is to provide for culturalidiversity

("

¢

~ " ewhich epableggrie to actualize his/her own “self-designed individual.” The

P

[

. perspectives of individuality must be given equal emphasis (Motis 3
Paj, 1976). This paper emphasizes the transcultural aspegt of individuali

\ rationale subsumes éach person’s need to master basic knowledge and
skills and stresses that a value-clarification and vﬁru_'e-developmént system
is necessary for-the individual to become authentic and autonomous.

“The term transcultural should not be misconstrued to include all impli- 2
cations o! trins. and ‘cultural” as separaté terms. Dictionary definitions,
as wgell as.educational %nd social implications, or bicultural, multiculturat;

~ and crogs-cultural education afe complex. In this rationale, the term trans-
, 'culturtoll-\i‘?qu‘to the individual’s opportunity and a})ility to select charae-

' terisucs from one or more cultures to design and develop one's own
individuality. This definition clearly establishes the ¥gtent of the rationale:
+to enhance individualism throngh the educwn process of syncretizing, ‘|
cultural options. ¢ T T~ ) .

The transcultural; education ratme\provide\s the framework forgﬁe
development of (1) curriculum, (2) instruction, a sub-riiodeft of
education. The tationale is not a transformation of any existing-rationale.

« The conceptualized structure is consonant with eontemporary soctetal

©issues. It utilizes new and significant research findings on human growth

and development, learning, curkiculum, instruction, and evaluation.

Cultura} syncretism encourages reconciliation of two dr more cultural
systemns: This process §s not the same as the “melting” of cultures into a
single culture; rather, it requires a base in one's private culture for in-

:

. te:Setation of characteristics from other culture systems. Syncretism

onyages. individuality and personal identity. - | .

¢
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- Cultural Issues in Education’ E 5 Y "3 .
r o s 7 The-Axioms and.‘Related‘Concépts
3 © . 'This education rationale inivolves six axioms: -
f . ~ — thg challenge to design an education model; . * '
o '~ a definition"of education; ' -
L - \ «— a definition of individuality; \
: — a definition of éulture; . _
* — an interpretation of each element and it relationship; and *
- _ . — issues within the tfanscultural edvcation model,
‘ . AXIOM.1, Etiucatioq programs must reflect, and be,consistent with, the,con-
temporary goal3 of society. The programs myst also be suited to the-student’s
individual competencies und goals. Educators must develop an education system
‘that facilitates the attainment of, agreed-upon goals. : '
: "A Concept of Education : : ' .
- . . Education’ oﬂendeﬁnpd as a process of initiating young pedple into -
' ways of thipking and behaving. I' can also refer to the development of
~ childish coficerns to conceptual thought. Another popular viewpoint is that -
: educationfis the effort of a community to “recreate” itself: each generation
*. , rising to'perpstuate itsélf in history. Each'of these definitions of education
.. . hasapredilection toward molding the young int behavior-and goal patterns .
L * that will- enable_them to fit into available social and economic slots, _ ..

A growing avant-garde gfoup, defines education as the “emerging” of
oneself toward a'self-designed authenticity and autonomy. This conception -
of education accommodates the values of each individual’s personality and A
*culture. I education is to 3ervae students in our democratic society. ifs
- underlying philosophy must be in tune with society’s view of the indi-
‘ vidual. The conceptual focus of such an education model must nurture the
“he 0 Menderging” of individuals, not'the adaptation of persons to roles\Morfis
e and Pai (1976) state: ' L . .
. : The educators’ task is to place at the disposal of the young as many differen -
'« -+ “climates” as they.can conceive of . . . From these “climdtes” the youngy—-* - e
ter’s own selfhood will create its own “climdte” . . . When we choose for the K2
* child, says the Existentialist, by giving prior design and.-tone to the envi- : '
“ronment-in the school, by that much we diminish thé child as ¢ human ‘
' being. (p. gl) .. e, ) .
A transeidtyral education and its supporting philosophy must emphasize
the emergence of self. This concept is compatible with the basic philosophi-
cal tenets of the ‘transcultural education model. ) ' _ .
" AXIOM ¢, Education must not be viewed as the processing of a defined prodinct !
¢ butas the “emerging” of oneself toward a self-designed, authentic, gutonomous s
 indjvidual. ‘This definition accommodates the philosophical notion of individual-
ity whi¢h responds to contemporary societa goals, < o
, \(’I A Concept of Individuality - , , _ :
Educators, not alone among professionals, find the understanding of ]
individuglity difficult. ‘They are being forced by society, sometimes * .
.through legislation, to recognize some basic fallacies in their earlier con-
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ceptions of education. Educators must become vividly : aware of what is
essential to individuals and of the individual’s relationship téculture.

The individual has traditionally held ag-exalted position in oufdemocra- _~

tic society. Both custom and law have ﬁrmly established the
this relatibnship. It i¢ reasonable and necessary, therefore
‘tional programs focus on the individual. _ R
An individwal is a complex phenomenon, an interaction- of bio]oglcnl
psych’ologi?ill, and culturh} components, a ynique pen;aronahty with ideals,
feelings, and desires. The Individual must I)e(onsijére as a whole person,
as everything that ong ‘chooses to be. : .
The. domplexity. of individualism is not 5.,ive/ 1 as a simple fact of human
- existence. Rather, it is a potentiality, a {n?ize(l by each person-at each
stage of life. Individuality is the singulat |dent|ty that results from recogni-
tion and acceptance of one’s feelings, fears, "hopes, possibilities, and limita-
tions. It acknowledges all aspects of a person without suppression, delu-

inciples of
that educa-

sion, or escape. It means that whatever one does proceeds from one’s own )

authentic being. .

One helpfuf view of mdnvnduality was exigounded by, Kierkegaard (Kier-
kegaard, 1939: Kneller, 1958; Morris, 1961, 1966, Morris and Pai, 1976),
who explained the'essence of hfe in terms of thé life choices humans make.
He advocated man ‘iving an “experiencing life, 'appr(mchmg life's chal-
- lenges actively und realistically.

Acknowledgment of this view of the individual and of life is a challenge to
educators to incorporate the concept of mdnvrduality into a hasic
philosophy and theory for an education model. 4 oL :

AXIOM 3. Indliv iduality is a complc\ phenomenon identified by all the diverse

components of life that constitute identity: a po&-ntlaht) It is a dynamic process

resulting in'the emergence of individual chara®efistics lndmduahtv is depen-
dent upon the interaction offorie’s elucation and culture(s) as one choosés to

relate to reglity. Individuals have ideas, etotions-and desives, which have ’

originated within their culture, '

A Concept of Culture | .

" Studying the historical evolation of society in the United St’ltes aftords
an interesting view of where our society, is today and how it got there. We.
have come a long way from. the orig.,inal "‘melting pot” illusion.

Edward B. Taylor defines culture as tlmtu)mpfcx whole which includes
knowledge, beliefs, art, morals, law, custom and any other ¢ apabilities and”
habits acquired by man asa member of a society” (Morris and.Pai, 1976, p.
409). Morrfs and Pai expand this thought, stating thdt'as man transmits
these cultural eletyents fromn one géneration to dnother; aceulturation

tukes plave. The\i g0 on to state: .
Culture Is move than a set of ¢ ts or beliefs#Father, it ts that which gh/e .
spectal meanings-to these acts, objects, and events. (p: 409) . .

~ Numerous<diverse cultural interactions result in the tragsmission of
** ethnic values and ideals between cultures. These values and ideals are

15 L

. -

’

ie




-

Al

Cultural Issues in Education ' . 5
- . %

constantly changing — as is the concept of mdtviduuhty (,ontempomry
education musRallow for,"and encourage, individuals to select those as-

pects of 6ther ¢tiltures they wish to accept as their own — while maintain-

ing the primafy culture as*a base for making those choices.
* Language, the voice of culture, reflects the values and traditions that
determine the culture’s uniqueness. Full bilingualism involygs the ability

to think, symbolize, afd communicate in two langtages. The®fore, ifone

is bilingual,’ &ultural awareness becomes easier and one’s varied cultural
‘experiences have greater meaning: Bilingualisnﬁ isa major component of 2
transcultural model and must be addressed as a bage for intercul'tura}
communication in the -curriculum and instruction design.

During the “melting pot” era attempts were made to assimilate diverse
cultures into one culture. The need for this thrust is obvious in the-greats
struggle for a new society. Later, society went through eras characterized ”
by bicultural, multicultural, and cross-cultural philosophies. While each

was intended to answer the needs of society at that time, none really -

provided for individuality within cultures as nonehad a theoretical base,
During each era, educators in the United States made.vain attempts to

*establish. curriculum -patterns that would recognize and deal with the
particu)dr need of the time. One Valid reason for some individuals to break
“away from the Anglo- axon middle-clissTs totake on the task of creating a
“transcultural accommipdation within the education system. These cultur-
ally diverse individuals have recognized that both their base culture and
other cultures have beliefs apd practices they accept. A formulation of ne
syntheses presents one answer to the question of how the education systen.
can accommodate and be enriched by diversity.

The transcultural perspective is not a panacea. It is not an answer in
itself. Rather, it is a recognition that all individuals have the freedom and
right to honor both their own and other cultures in order to design the
individuals they wish to become. - o

Within the transcultural perspectiw:_lles.th&unlce:Lt of recognizihigthe
worth of individuality. Much is required to establish a transcultural edaca-
tion model: definitions of culture, individuality, education, and their -
inter-relationships.

Civilization is not a fixed entity. It will contifiue to evolve, regardless of

N

explore possibilities, to learn how to choose between afternatives, and to
objectively evaluate the events of their lives. “Fhe transcultural concept,
builtcon the inherent value of diverse cultural expériences, maintains that
cultural awareness can result only from person-awareness. Without
person-awareness, people ure merely reflecting a prefabricated valug sys-
tem from a ready-made mold. W fh(nlt genuing person-awdreness, socicty
and civilizatioh seém meaningless. ’

? ~

.

. . 1y, .

p(xnly designed or ineffective education programs; munkind,” however,
will pwgwss intellectually and sociully if. individuals are encouraged to

/
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: _ AXIOM 4. Culture is a set of beliefs gobjects an\d events dequired by individuals .

as memHers of society, and transmitted from one generation to another; it is also
.~ that which gives meaning to these beliefs, objects and events. Transcultural
' perspectives enableindividuals to select those aspects of other,cultures which
blend with their own cultural being, : . ..

“ AXIOM 3. Language, the voice of a culture, reflects. a culture’s uniqueness.
Bilingualism facilitates cultural awareness and meaning in more- than one cul- ]
ture. Bilingualism is g base for intercultural communication. - ‘

é' : Inter-relationships’and Issues L ‘

- . Although great technglogical progress has occurred (e.g., the‘invention of |
AN the propeller airplane and, subsequently, the jet and the rockety withip a
.. ~ . few decades, a similar advance_has not occurred in our philesophy of -
- education. The “melting pot” theory, which once ‘aimed to design a - | o
B .. moenocultural society? is irrelevant today now that otir society is committéd’ '
' - to the ideals of cultural pluralism. But, our society has progressed through ‘
_ . bicultural, mylticultural, and cross-cultural emphasis without correspond- . . . E
5 .. ing impact’ upén the edunation system, Contemporary culture in the = -+ - .
e United States reflects an ideology based upon transcultural values — a L

- ~ culture in which one can design one’s own unique, synthesis of -ethnjc - _
. -, derivations to Become an autonomous, authentic individual; e -
, * Have educators addressed themselves to- these issues? Have transcyl- - N
-+ tural educators implemented these new values in the education sy stem? .
The answer to each question is “yes, in part.” What is needed now is a e
* transcultuyal education model. From this model, sub-fnodels of cur; .o
. rigulum and instruction can be dgveloped and imPlemepted.-,Speciﬁ_ed. o
* models can be designed for early childhood education and for pre-school * - by
“.children of diverse cultures. L _ -
=~ =" A transcultufal education .model which is person-centéred is not a -
. . panacea {r all the social ills of contemporary society. The essential charag- -
' ~ " teristic of a transcultural education model is that the, program ensure
' respect for the individual's dignity, beliefs, and capabilities, thus assuring
« . meaningful \interaction with others while maintaining a feeling for the
paramount importahce of the‘environment in which that indiyidual lives. -

.7 AXIOM 6. Astranscultural education model has as its goal self-actualization of the ]
‘ © o« oo individyat'within diverse cultural environments, allowing for the emerging of an .
authgntic and autonomous self. It is a model adapted to a diverse and changing | 2
soclety rather than a model to build or maintuin gociety. ' ‘ . ‘

« ., ' . The Rationale*" T ﬂ |
‘ The tratscultural education rationale was derived from au dnalysis of the
‘relationship of culture, language, education, and individuality. The
philosophic foundations were derived from the, following axioms:

, : 1. _‘_Edl'lcatl(m programs mist reflect; and be consistent with, the contemporary v
o ‘Roals of soclety, The programs must also be sulted to the student's Tpdividual ,
. competencles and gonls, Educators must develop an education system that
. ’ g . ’ - ’

R factlitates the attatnment.-of ngreedm’lrmnls.

. e ¢
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" In recognizing that these sxioms can be accommodated to s transcultural
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Cyltural 1ssues in Education

2. Education must not be viewed as the processing of a defined product but as

the “emerging” of oneself tor.ard a self-designed, authentic; ,autonomous

. * individual. This definition accommodates. the philosophical notion of indi-
~ viduality, which responds to contemporary societal goals : .

" 3. Individuality is a complex phenomenon identifie by all th diva?nompo-’

- nents of life that constituge identity: a otentiality. It is a ic process

-vesulting in the eimergence of dividual characteristics. lndividual‘}

‘pendent upon the interaction of onie’s

~ torelate to reality. Individuals have ide

ori‘finated within their culture. - A

Culture, is a set of beliefs, objects and events acquired by individuals as

- members of society, and transmitted {-om one generation to another; it i$ also

that-which gives m&aning to these beliefs, objects and events. Transcultural

ty i3 de-

emotions a’n‘d: de;ires, which have

ucation and culture(s) as one chooses. «

gerspectives enable Individuals to select those aspects of othen; cultures which’

~ blend with their own-cultyral be

ing. )
.5. Language, the voice of a culture, rel%eéts aculture’s uniqueness. Bilingualism

facilitates cultural awareness and meaning in more than one culture. Bilin-
. gualism is a base for intercultural communication o ,
6. A transtultural education model has as its goal self-actualization of the indi-

vidual within djverse cultural environments, allowing for the emerging of an- -
' PR authentic and autonomous self, Itisa model adapted toa diverse and changing -

. Society rather than a model to build or maintain sociely/

education model, the following dssumptions can be formulated:

1A trarism‘lfyrgl education model cpnsisfently places prihaw value®on the
-individual as the origin and function of the educational, the social, and the
cultunal processes. - ’

+ 2, Culture ig the:foundation®of individuality; it constitutes the imsis for each. -

-~ individual to design their own gouls in life. . , ,
.. 30 A transcultural edueation curriculum emphasizes the actualization of the
- indiyidual’s potentials through cultiral understanding rather than through
.mastery of content or social adaptatipn. .
4. The transcultural education model .can feasibly be implemented in the
classroom, - ' _ : . '
Tenets' - . ‘ .

" .. The foll(')wig.g set of principles, clarifying aﬁd interpreting the hypoth-

eses and rationale, facilitate classrodin implémenthtion, -
1. The transcultural education modél views culture as the all-involving
entity encompassing the individual, the origin and function of educa-

fives. o , .
2. The individual is given first priority in transcultural education and is

percelved as & learner with potentials to be actualized through the

education process;

- 3. Cutriculum is the selected knowlecfée, experiences, skills, and encoun--

ters'leading to actualization of an individual's potentials; it is a tool for
the reallzation of subjectivity, the process of enabling an individual to
become authentic and auggomous. ' ‘ o
4. The curricilum must incorpotate values-clarification techniques into a

P

- tion, the individual's family structure, and the society in which he/she

.
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curriculum design.
5. Instruction is the process of commumcatmg knowledge; experiences,
skills, and encounters to effectively meet objectives of the learners.
6. Learning is the result of the*individual's abnhty‘to realize potentials i in_
ordex to develop.av thentncnty and ‘autonomous characterization. .
7. Eduyeation is thz\ﬂcess of awakening the authentic mdnvndnal to be-
come an autonomous learner and thinker. E °

Imphcahons

" Theoretical implicattons of the transcultural education .atlonale were v
derived from the axioms and tepets presented in order to indicate points of
emphasis. They dre guidelmes for curriculum specialists and classrooin
instructors#o establish goals and objectives for acumculum transformatnon
. program., .

lmphcatlons or the Individual LT T .
Each individual has cultﬁm‘ and linguistic charactéristlcs that are basic
. to the foundation of inner being ; and an influence in formulatir, life goals.
- Regardless of age, motivation level, or capabilities, each mdlvidual has
the mght to an education. .

“The right to maxjmize attainiment of selthood belongs to each i“n(hvndual

.. Indnvndu'lls have the ‘privilege. of direeting®their persor destmnes to
.. become authentic, autonomous persons. - fee e

Individuals have thé freedom of choice and respons:bnhty for actnons, -
and they must accept the consequences of these*choices. ,

Each individual must be provided with' knowledge approptiate to
hns/her rate of progress; ¢

A LI
Plulosophucal lmphcaﬁons -t v
"+ Individuals have the right and obligation to'select characterlstics from
< their culture, as well as characteristics from other cultures for mtegmtion

_ into their total personality. . .
.~ The freedom to beheve a philosophically unique doctrme belongs tothe
individual. - \ d .

.. Each person has the right to- make life authentic, antonomous, and

purposeful, - :

Everyone has the freedom to express individual pers(mahty with respon-
sibility and the intrinsic right to search for identity and meaning., in all
«aspects of lifeX . . )

The right to,choose a ‘personal, super natural behef belongq to evéryone
as well as the right to pe-ceive life expenences through bel\, ~ted cultural

* and linguistic chiuncteristics.
Each individual has nnique learning patterns, ca‘fyahihtles. and suhjec-
«tivity. “
Everyone has divergent levels of mterests ‘and detires, overt and covert
potentials to he actuahzecl and the pight to view knowledge subjectively |

re
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 cultural/societal position which evolves from a “first” cultare perspectjve.

~ tural education rationale to diverse-a pects of ¢ducation, It is the chal- .
_lenges to the rationale that"Relp to clarify its intent and indreage its

- Mor:is, Van Cleve. Existentialism In Education: What It Means. New York: Harper and - .

Cultural/Societal Implications .
" . In developing a perspective of a world culture, each individuak selects a

‘They must recogpize elements of-society as a phenomenoh to be ac-
cepted, rejected, or modified, rather, than merely an gjitity encompassing
individuals, -+ ) : .o

“As a member of a subculture,'each person is a part of the total environ-* ‘

- ment and has-a unigue ‘contribution to make to society. . o

In order to further the societal organization, each individual should be :
allowed to attain maximum competency so that. contriputions to seff, . '
fariily, and elective society will achieve that purpese. ., -
- Afluid and pluralistic society is that in which the individual interacts to =~~~ °

aéhiéve\(he,ultimate goal: authenticity.
- . ' Conclusion - .

- Incanclt on, itis necessaty to relate th e-implications of a transcul- * + h

-

effectiveness. To design and develop curriculum from the rationale is tp
 follow the rationale through thie curriculum process. The classroom teachet «
"must.ﬂnall_y ‘apply and clarify the instruction model to make transcultural

education a force and a reality:

-
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' ToWérd A Theotry Of Bllin al- s
L Transcultural Educatu;m .

. - o p’aleb Gattégno
AT o : .

"Only awareﬁess is educable in man, and only
seu-education is true education. | N N

, A\
{ . c.‘ ] ’ ,

-

o THE FUNCTION of a theory is to integrate what is known in a fieid in

{

suth a wayas to aid specialists in their se for new knowledge.

A theory can be proposed in anumber o ways. In the various sciences,
for example, we find theoties of evolution (which attempt4o make sense, in
an integrated manper, of all facts in the field of biology), a.theory of
zelativity (which propdses to«consnder, in an integrated space-time con-
tinuum, the phennmena of the physical universe), a quantum theory
(which suggests that enesgy, like matter, be conceived as multiples of
minimal amounts of quanta), Land a theory of fluids (based on a number of
axioms from which propetties of ﬂuids can be deduced and expenmentally _
. tested for reality). .

To remdin popular, a theory must prove fertnle; i.e’, allow researchers to
discover new facts, makesense of what has previously seemed uneéxplaina-

\ ble, or introduce order where there has been none. When a g heory

hag been proposed, so many fields of study are stimulated that even though
the theory may later be discredited, researchers try to formulate a modifi-
catjon or a substitute theory. :
Many fields (e.g., meteorology, geology, econormics, and medicine) have‘
~ flourished withott an overall concdption that unifies the facts. Inves-
tigators tend to value the advent of a unifying theory since it helps them in
" their thinking and guides them in, their research, But they also kiow that
studies can be carried out empirically without a theoretical basis.
Education is a field in which research hos been going on for many
decadeg‘_w{thin a variety of theoretical orlentations, which, while akin to
theorles, may have been formulated as deﬁniﬁ‘?:s onlyﬁr example,

- ‘. : 21
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- through a period of experimentation in. an attempt to gather evidence

——~tion;—which leads toa process more complicated than. mere “unfoldirig:”

- reach desired goals. -

¢

Cultural Issues in E}lucation .
', , . T e .
“education as transmission of knowledge”- js more w definition than 4. o]
theory: . . ' o \ . L
" In this paper, we propose a theory of education that has broad applicabil-
ity, although we limit its presentation to a sublfield, that of bilingual- ., . .
transcultural education. - Lot )
We must first circumscribe the componenis of the field we will work on.
Edycation deals with changes that are not merely the outcome of a simple
passage of time, but af a passage of time which produces “growth” from a
seed to an organized whole. That growth can be perceived as an “unfolding -
process” entirely foreshadowed in the origipal seed; as chiefly affected bc
conditions jn the enviroriment, or as affected by the individual’s participa-, -
tion.in-its growth in certain ways. The environment may require adjipta-

This two-way adaptation process, known to biologists as “assimilation and
‘accommadation, ™ takes into accéunt both the developing individual and
the milieu; But, since the individual belongs to a species, which maintains
certain permanent features from generation to generation, there is also - -
another compouent called heredity. - -~ ' L
" " Educators, inspired first by biologists and later by sociologists, hhve Co
more yecently tried to view their activities «s involving the “intersiction of
and thé impacts of the environment representing nurture. St e
That viewpoint has constituted onebasis for progressive education.in all v

N

ts-guises: a recognition that freedom is required by the individual tofulfil] »

. hatureand nurture,” the individual with her heredity representing nature,

* his aestiny, while discipline is needed to learn the tools (feading, (R :
- mathematics, etc.) so that the individual’s cultural heritage can be made '

. ' i’ ’
available to him. Thé full spectium of educational experiences available, . \
from almost totalfregdor (as in A.S. Neil's school) to total discipline (as in" - o
Durkheim-inspired French schools), has meant that education has gone -

cengerning what can be done and what must be avojded if childzer are to L

Seventy-five years of su.zh searching bave failed to produce the basis for .~ |, - \
an acceptuble theory of education, although they have enriched education o
in many ways, especially in the field of techpiques and materials. Most of
the teaching aids and the curriculum innovation: so avidly adopted sifter
both world wars (the alternatives to bookish learning accepted today) have

come from the progressive educators’of this century such as Montessori, . | .
Decroly, Dewey, "Parkhurst. Cousinet, and Freinet. . ; '
The Role of The Individual Self In Learning RN

The question of who has the authority to impose changes and to trans-

" form. others was raised s soon as the supernatural authorities were de-

“throned. Ultjmately, only individuals who are prepared to pay the price for
their mistakes are entitled to commit time and energy to what seems to e .

¢
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in their best interest. Anyone who undertakes such resp(msihihty on behalf

* of another is abusing power. If, for the good merchant, the customer is

always right, then for the good educator, the learner is always right.
Therefore,,a new theory makes its appearance: that of the educator as
facilitator of progress toward goals chosen by the learner.

But, what is the individual’s basis for choosing what one does and how-
one does it? Are children knowledgeable? If we ask in terms of the know-
ledge accumulated by the generations, they are not. But, |f we look at the
proficiency with which they achieve lasting learning, they must be.

We all know our mother tongue better than the foreign languages taught. -

‘at school. We learned our mother tongue betyveen the.ages of one and four

with only our own curiosityeto aid us as we explor¢d our physical-social
environment. (Parents and others, of course, provide models, réinfqrce-
ment, and answers to questions.) To have fhanaged language learnind: so
young tcl]sﬂus that we 1nust be capable of learning difficult things very
early. In fact, at all ages we manage very well alone in our games, drawings,
and other symbolic activities. . Coa

Learning seems to be a spontaneous function of the self,” one we are
fully.dedicated to for some time, As children, we often seqm to know what
we can do and what we cannot; when uncentain, we test new Situfations with
attention to feedbalk. We find our will on the side of certain actions for
whichwe are ready, and it isthe true: facilitator. “Children work hard on
tasks that are challenging to them, and, with persistence, they learn: ‘new
behaviors. So.- it is important to know the will and its funchonings — not
only for leamers bu it for the educators. -

No dpacan leam to stand or walk without being watchful or aware. Many -

: activiues of bgbies reveal at once how watchful they have to be to find their

way in a universe so f‘ull of swrprises and under the control of outsiders.’
Babies ase their will to mastery because it is theirs, and with it they manage

* *to acquire the enotmouq experience every inventony of their Ieammg will

- display.

All this leads to the inevitable conclusion: only aw mmess iwducabla,m
man, and only self-education is trye eduwt!on ‘.

A Theory of Bilingual and Transcultural Education

With such a solid p principle on which to build, we can prppose a theory of
bitingual and transcultural (-'(lll(.ll”)ll of value to students, te.whens, and
the general public. o

We shall begin with a clarifying cmmélc Our hand, as un instrument of
the self, serves many purposes, some precise (e.g.. writing a string of words.
in‘any seript), others gross (e.g., serybbing floors). Besides the hanid is the
reility of the self that kiiows the hand, commands it, and involvesdit. The
will is an attribute of that self; aiwareness’is another. Still other attributes of
the self are: intedligence, retention, .sffvt tivity, pclceptinn action, an(l
reflection.  _ . S

v
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. . To become aware is a requirement .of meaningful living, T create au- '
. tomatisms frees, the self, by subordinating'routjne activities ane can focus
4n learning what is new. Hence: much of {hat one is‘escapes one’s
awareness. We roay appear to have achieved nothing worthy of note, when
attually so much has been contributed by eaw of us using activities we
havef mastered, but with reduced awareness. We may fail to fake pride in
our [remarkable achievements bec'auNeither we nor others have de-
veloped the habit of conscious awareness. o,

everyone can know that conscious awaréness of many aspects of living
*" previously routinized) is attainable and is fundamental to meaningful daily

~ shifting in response from environmental cues to their, owr), intentions.
Hence, like one’s hand, one’s sound-production”system is capable of per-
Jorming djtferent sets of complex functions'in such a way that most people

: v cannot do. Bilindual persons become aware of their wealth dr of wo:th ’
. functioning human peings simply by increaSed awareness and appreciation
(/‘( of this ability to speak and switch languages at will. ,
SO 4’\v,.,Tbe conseiousness of one’s selfas bilingual can stop at simple awareness,
S . but it'can also extend one’s education muchfhrther. Onggshould.be helped

to realize that languages are ot merély sets of words, but are also transmit-
ted expréssions of the spirit of those who, over many generations, have
expressed specific thouglits within specific habitats,: made specific de-
o mands, and oftered spetific opportunities. With this awareness, one comes
“  torealize that through one’s past«expelfienges there have developed other
power$ that may be acgessible and (ltilli;al)l\g. This awareness, i§ one of the
* -new purposes of ¢ bilingual educatiorbased bn good foundations; a pur-
. pose which, while offering sufficient grounds for bicultural edudation,
indicittes that transcéndence of one's limitations is achievable and_ that a

. rich transcultural education is possible.. - . ] .
v, Itisdifficult to view bilfngual educytion in terms of t, ditional education
because: (1) language development involves complex expressive and re-
ceptive skills, not memorized: knowledge: (2) language production simul-
-« taneously imylves the smooth »_vorkéRg of automatisms and a conscious
. « nobess of producing px(-'cisel)'l,wlmt one wants to say; and (3) the com-
plexities of languagy. are nat consciously understood by those who use it
soutinely as a'means ‘of comdunication only. Almost everyone takes for
granted onc of the most promising bases for knowing owrselves; i.e., our
heritage as integrated it our language, our gestures and other unconscious

, manifestations., as well as ~(..)_El\r'lmpos for the future in terms df personal ang™

'
. . hd
3

* o .

ol
.

" Education of awareness must begin by focusingondts attainment, so that .

living. ‘ : , ot
'° With bilingual people, awareness of their highly developed throat '
capacities can sbrve this purpose. What monolingual people cannot d®,
. bilingual pegple can do easily. Bili.ngtl'a‘}s can use their throats and mouths
spontaneous‘y to produce twd, complex sets of very different sounds,

”»
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cultural advancement. As a forceful analogy, let us consider how past
generations disregarded important ‘sources of energy which could not
+ increase our wealth and our standard of living until someone discovered
. their latent power: This analogy should help us to see the promise gf latent,
«~ ‘undiscovered abilities in the bilingual population. » -
<~ Sine bilingual gducation'has not beégome ir.tegrated into the traditional
mbnolingual education system, it is ne}_ssarx to initiate profound changes-
in education — profund in the sense that educators will be required fo
. re-evaluate the philosophical basis of tHeit work, ,
We mugt perceive ourselves as learning systems expressing a variety of .
sensitivities by: : E .
— recognizing ourselves s masters of the subtle energy that énergizes-
our functionings in‘our’utterance system, our hearing system, and in
our intelligence; ~ . S
— recbgnizing that we possess two complex sets of verbal andauditory
+ images that are triggered abruptly when one reacts differentially to
_ the content of the world or our inner dynamics;
; —. recognizing inner climates that acconipany listening to people, talk-
ing, and‘differ as the language differs;
~— recognizing that we have access to our thoughs per se as transcend-
ing specific langugges; and T L
— recognizing that we understand many things that eseape monolin-
+guals,and thus are equipped with more explicit powers and have
access to,a world that is closed to many others. ¢ _ ..
As educators,’we must consider it our-responsibility to bring our bilin-
gual studefits to these realizations, which go beyond the goals of traditional
»monolingual education. Edueators must become attaned to the “linguistic
+ person” in ourstudents’ The social and cultural aspets that are implicit in .

the spirit of the languages constitute another important universe of experi- -
ence, : . '

*. Relation of Languages to Modes of Thought

Most monglinguals do not recognize their inability to perceive the
existence of njany modgs of thought among manking. Rather, they con- -
sider their own thought system as universal and independent of their

_language. Anthropologists, however, have become sensitive to variations
.. % in the way pepople see themselves and their world; they know the fallacy. of
assuming that a single mode.of thought exists, %ith all others considered to
‘be approximations — some remote and others closer. The multiplicity- of
modes of extant thotight is proof to the anthropologist of variations in actual *
. life demands on various’peoples. R ‘

If one population is active and produttive, its members notice certaith
aspects of their world and ivish tqexplain and contrpl them. Another
population may he more coucerned #th inner life and given to contemplat-

h to convey what they perceive as most
: ol

ing the universe: these people wis
important. v’ o .
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These two populations will differ in more than vocabulary. The very
ways they make their language behave will distinguish:them, revealing the
spirit of their language and their mode of thought. Conversely, it may be

« . possible to®understand how a population perceives itsglf and its world by
studying-the language. ' ' )
P JIf this is true, then, the truly bilingual person has two modes of thought
' at his/her disposal in ene somatic system, both availablg for communication
: with monolingual.groups whose members may not suspect thé existence of
the other. ‘ ' '

»

’ .A Historical Perspective

The English ]a‘néuagé was developed first in the British Isles where its
characteristics were molded by the styles of living and modes of thought
o’ peculiar tothat habitat. Having developed over centuries an a(‘&qua;te

- gresponse to the human, climatic, and geographic opportunities ang chal-

’ {Tenges_, of their habitat, the English-speaking people found themselves

“ preferring certain activities. Their language became a language cf mer-
| chants, travelers, swift exploiters of opportunitiés.- They stressed action
" rather than abstract thought, implicitness rather than explicitness. They
accrpted ambiguities in statements because they disappeared in action, a
chayacteristic wirich made them give a particularly impbytant place to verbs
and prepositions. Now, almost any word can become a verb in English and
convey more meaning in that form. ’

i ‘ * When exported to other habitats; such as what is today the United States
and Australia, the English language acquired distinctive features caysing
people to speak of “the barrier of a common language,” “a reference to
differentiated features of the English as spoken in Britain, Australia, and

> ' . the United States. *° i N

) ' Several factors influenced the cultures of these and other countries to -

prefer a modified English, language t an entirely new language of their
own. The English language is appropriate for activities connected with

- trade and technology; since #action” is basic to these activities, English

. supplied a very good instrument for communication. In the United States, -

which has déveloped an idiosyncratic culture centered on technology, the

= ' ease of adaptation of English was particularly welcome. Today, the whole
- world seems ready to-adopt American English as the language of commer-
S cial and ihdustrial transactions. simply because it makes such transactions

+ éasy; the dominance of English is not considered to symibolize dominance
of one superpower. o~ '

The Spanish language developed in the Iherian peninsula soon after it
wils reconquered from the Moors harely five hundred yeurs ago. Spanish
conjquest of parts of the American hemisphere introduced Spanish dialects
to that hemisphere and, two hundred fifty years fater gave them the
codificd languiage of the Spanish academy. -

-
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Unlike English, Spanish wasnot developed to meet the needs of trade
and technology. The economy of Spain.and its colonies has lagged behind
that of the English-speaking world; in fact, it still does. not only because of
geography and technolagy lag, but also because ocherromponents of life,
for which they developed means of expression in their language, were_
more highly valued, Action is not the main preoccupation of Spanish- .

speaking people. Ing)’spc.ctiori is petceived as giving greater joys and

-

the dcts of living and which, in turn, perpetuate the language, its spirit, and

satisfactions. Since cdgh gersé';l lives ‘not for bread alane” and develops a
personal philosgphy of life, the language fnd themes handled give Spanish

“pedple the power tq imagine, to procrastinate; to create fiction, and to o

realize themselves # fantasy rather than in reality. Inthat inner climate,
Spanish cadénces.are stimuli that conlirm and deepen the love for certain
life styles. %Thl‘ough its oral tr:Mition and Jiterature the Spanish language
encourages the perpetuation of certain attitudeg which become fulfilled in

its attributes. - N/ v .

» Still, both Spunish and Eng}ith have been ‘created for use by ordinary
folk to express the trivial and common as well gs the exceptfonal. Neverthe-
less, thei: predilections, which clearly distinguish them, are evident in the
expressionaof very different perceptions of .what life#fis all’about. The
English “to’expect,” for example, is rendered in Spanish by “tener illu-
sion,” which illustratés two differents‘clinfittes” or attitudes toward life. In
Spanish, “to love™ and “to.want” are rendered by &e one verb “querér,”
expressing a passion absent in both English words and in both notions

- taken separately.”In Spanish, “esper®" may mean “to hopk” or “to wait,” as

if the second could not be endured without the first. | ‘

The modé of thought implicit in the Spanish langnage can be charac-
terized by the luxury of details that makes one linger with gg¢ms con-
templated, and makes one like long strings of adjectives and allusions to’
what might be present in a sityation beyond what one perceives. What
attracts in life is intensity, presence, passion, and a feeling that one is
living, at whatever cost, in time or progress. In fact, the common use of the
subjunctive, as the dominght inood, implies the suspected presence in all
situations of something unforeseen and .mysterious affecting their out-
comes. From such a view of Spanish, one understands why the English
word “mood” has heen associated with all the verb tenses lymped together”
under the label of the subjunctive. -

N Ambignity is tolerated by English-speuking peoplé in the realm where
action is decisivesDut not by Spanish-speaking people, who,require men-
tion of all rélevant facts to avoid intellectual confusion. For Splnish-

‘speaking peoples reference to e.amples does not have the appeal aric

significance thdt English-speaking people find in them. In fact, there
seems to be no need for examples when 4n abstract statement is verbally
coherent. ' :

.
]
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The English language is what I call a “spoken language, ” one in which the
" voice, via intonation, contributes a great deal to comprehension. It follows :
Pf logically that written English molds itself on the spoken language, as canbe "
. seen in its use of punctuation. On the other hand, Spanish is a “written |
L language,” which conveys more shades of meanin through writing than S 4
B . . through speaking, Note the peculiar use in Spanish of question marks ind . '
- .exclamation marks, announcing in the middle of a sentenceé the intentiorof
. - Yuestioning or commenting as if the voice alone could not.do it. Also, note - *
-+, that Spanish entrusts to'merked accents the shif of stress from typical :

.-

usage. ‘ i : » o .
Many details could be cited that illustrate how the modes of thotights of ~
SO - the English- or Spanish-speaking people have affected their respective ool
. languages. 1.earning these languag&es well requires mastery of the modes of
-, ' though€ that have molded expression in-those languages. Hence, we must
b consider how bilingualisin helps in knowinga new kind of person capabie of
. contrasting modes of thought that prove confpatible when dwelling in one bl
i C mind and, yet, are seemjngly in sharp contrast when expressed in different : .
o .societies. ' ' : S T
' Perhaps in some peoples’ ﬂlinds, the aim of hilingual-transcultural edu- .
T cation is to enable people from outside the “mainstream” to adjust-to the ‘
“majority culture in the “host” country. But, we will identify what needs.to '
be done in order to produce a transcultural population, a new contribution ,
to' thihistoyical moment. *. T Y N
- In(this paper we gite bilingualism another meaning. We take advantage
. of whatcan be revealed in 4 study of bilingual peaple in order to adequately .
" establish goals for bilingual-transcultural education. Our theorx will then
serve practice. ’

.ot . - -

oL Values of True Bilingualism .
e . .
y - Until now, we have focused our attention on the bilingual as a person.

We have not emphasized the power of the hilingual; this power has often
heen minimized by those who choose to seek power through money or . -
social position. Since the power of money and social position are powers
outside oneself, they can be taken away. Moreover, when the mistake is ~ .
made of stressing external sources of power, the consequence may be the
feelings of unworthiness that so many hiligguals experience, :
It is true that there are relatively few functioning hilinguals. It is also true
‘thut some bilinguals who are highly visible in the political scene have not
made the effort required to become traly bilingual (i.e.. in the sense of
loging all trace of accent when using the second linguage, while maintain. N
ing proficiency in their first language). Their claims to powerful positions in
the community at large are weakened by their maintenance of distinetive
features in their speech, which lead others to think of them as alien to the,
_culture in which they live, : /
g Many bilingual people, however, have managed to function as natives in
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% both languages. These are people who can transcend the limiting effects of
.any single culture aided by their proficiency in two or more languages This
transcendence is compatible with mastery of the content of the culture(s)
transcended, permitting a person to fungtion “naturally” in those contexts
which he has mastered. Having grown beyond_ a certain level of self-
awarenéss, the bilingual person does not lose the power of living at the
previous level but loses only the more limited perspective. Hence, the
bilingual can relafe to monolinguals in each group without identifying
emotionally with either group, ulthongh accepted as one of them. Rather

. 3 than producing “inferior natives” mcapable of being at home in either
group and in either language, a true'bilingual education, which leads

" people to transcend what is limiting in each culture, will produce a new. .
" brand of citizen badly needed ‘in our constantly- more interdependent,

« shrinking world, our “global village.” This transcultuyal leap should not be
,viewed simply as a technique for sutvival, but rather us a technique for
"achieving a richer self- .1wareneg§dnd increased ability to understand d|~
verse cultures.

“The world today needs people' who spontaneously thmk and agt as
inhabitants of the "global vnlla;.r,e True bilingual education, if effectively
doné, can produce such people more easily than can monolingual, national,
or even sectarian education, vyh ich has producedtoo few such people in thie
past.

Bilingual education, as we have seen aboye, i“ves us the opportumty to
realize new potentmht\es in ourselves. We not only master two languages
" as well as natives do, but we also ; achieve enhanced personal and interper-
sonal awareness. This enhancéd, more competent self is.constantly at work
transcending the immediate and making choices in terms of a vision of the
future.

‘iranscultiiral education Kds as its immediate concern the specific job of
educating people who, in the near future, will have to déal routinely with
men and women wha have “inherited” specific languages and modes of
thought that are unfamiliar to them.<The bilingual person capable of
understanding and appreeiating du.erent languages and modes of thought
can serve those people impartﬁly and adequately, utilizing their spacial
competencies just as engineers do when invited to build dams or bridges.

Learning one new Ianguagc after another, more easily each time, the
multilingual person learns to appreciate each cultute, considering them
neither alien nor eurious, but rather as the expression of a people who are
communicating as naturally in their linguistic forms as we do in our own.
Joyful savoring of that which is different becoines the teal, truly interesting .
thing in life. As transcending beings, we strive to develop all the possible
' facets of otirselves; and we, in turn, can help others t§ become éducated as

“whole” human beings, the human beings of mankind rather than persons
with litnited vision, ‘

., ".' 9
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.. Only education of awareness can develop such transcendénce, Today, .
é . only umong bilingual educators and transcultural educatorsdowe findthe ¢ 7 -
- necessary cultural background and"interesg for making explicit the meansof
' . attaining the wellsprings that will revolutiohize education to meet the *
needs of the future. Since the necessary transformation of educators is an’ . S
igner one — one of awareness — it will not be obtained solely by spgnding 7
-, funds, which are becoming increastgly scarce. Exposing educators to the y
insights concerning what “education of awareneds” entails and howeasy it R
.' will be to make profound changes, once that awareness has been de- _ gt
b veloped, may be the strategy we should follow. Reflection *dialogue, and LT
B involvement will develop needed insights and will convince educators that .
| .we can prepare for the future by our willingness to receive and use the =
T . insights gained by our students and ourselves in bzilingual and transcultura' .y

? : education. o _ _ .,
| _ o

L

) : . Summary - v | ' "
S - Our theory for bilingual and transcultural education canbe’summarized @~
"‘ “gs follows: BT ' _ S
.. Sinceitis probably impossible to recast traditional, monolingual ediica- S
tion to produce true-bilingual, transcultural education, we must look for
| " the foundation of tomorrow’s education somewhere otherthan in tradition, - -
. ~ Wecanfind thisf dation in the premise that only dwareness is educable _ o
L in man and that the only true education is self-education. * s :
, . Awareness of onéself ag engaged in the production of the diverse sound .
systems of two languages — a demonstrated ability of bilingual people —
constitutes evidence that the self controls mental functionings which, in-
. turn, control somatic functions. This hierarchy is demonstrated in the - .
‘phenonienon of two different linguistic stystems functioning in one person;
To help the learner progress from this awareness to the ‘conviction that
bilinguals are actually better adapted than monolingual persons to the
. needs of modernitimes, we may. need the intervention of a well-prepared
' . educator. This educator, who understands the process of transcendence, L
* - v must help each student make contact with the “self at work throughwilland - . -
experience,” and consequently to a study of what is.to Le gained from true
bilingual and transcultural education.
Similarly, the capacity to'live joyfully and purposefully, involved in two )
cultures thdt may appear vety-different, can be transformed into yet
another awareness - that the self can transcend diverse forms while hetng
able to accept and eNgerience them. Lo T
» A transculthral education is actunlized when the individual concerned is
not only at home in more than one culture, but also can find in himself the
ability to learn from any person of any age and to enjoy shared experiences.
When differences arise between people, instead of generating fears or
B doubts. they create an cagerness to know one another wéll,
© A hilinéml»tmnsctiltm’ul educational theory proves itself by its applica-

S
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. tions to what goes on in schools and homes.
. Epilogue . - ‘ : :
The theory presented in this peper allows us to see haw bilinfuals cari-
become uware that they are capable of certain contributions outside the*
grasp of monolingualism. The theogy, indeed, makes more precise what I
meant by transcultural education, - .. ,
Transcultural education means two things. ,First, it is the progess that
permits one to discover thatone can be simultaneously of two cultures, can
think and communicate in two languages, -and can find oneself, when
movihg from one tp the other, ina state that transcends both. Sedond,"it is
. the totality of what one has achieved ‘after using that process to the point

where one can think and speak as a person at honie in both cultures while

spontanedusly ‘and freely mastering both langyages. Awareness of that
transcendence, based on true bilingualism, would be the chief purpose of
transcultural education.. -

Gaining facjlity.in this process of awareness is possible for al} who open _‘

" themselves to the expgrience since it is a basic aspect of human function-
"ing. 'What isnew here is thatone does it in the universes of: (1) lahguage (by.
being involved in using oneself as a bilingual speaker, moving {reely from

one Ianggdg‘e to another); and (2) culture (by finding oneself ready toadopt -

two modes of existence“in two distinct cultures in which one can live with
¢asé), - ' 8

R -t . . o
For this awaréness of transcendence to exist, the, moment when one ..

shifts from one language or culture-to the other is the experience on which
one introspects. The act of examining this experience with all'its distinctive
features, and of contemplating it more leisurely is an important introspec-
 tive exercise, one which has to be entertained frequently until the self
" learns to enter into it and to know its natare. . .
«Transcultural education will not result from conditioning' or from,
memorization, as fs often suggested by those who are oriented to respect
only overt behaviors. But,Aranscultural education may be the outcome of
" Interactign with many people who hdve experienced awareness of what
trye bilingualism and multiculturalism means, especially the act qf trans-
cendence of specific cultures, as it is met when one communicates well in
‘more than oné langupge and feels at ease in more than one culture.

N

" *Living consciously involves increasing self-knowled;.: and the applica- .

tion of that knowledge in knowjngbetter the three universes (of the self, of
“significant others, und of the world), The mgthods of transcultural educa-
tion will lead some leamers to cultural and spiritual transcendence. This
outcome cannot be faked. Once reached, it does indeed provide one witha
truly human experience that no specific culture and po one language can
contain, ) S
It is hoped that our theory not obly suggests some nextisteps but also
states the long-term goal with sufictent elarity to help us décide what we
have to do and how we cin best do it.




‘Traniscultural Edvication
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o i © Young Pai |
S, % Wt .. VanCleve Morris -
o Transdultural edycation is ndta,gnly possible but gssential -
.~ In & demooratic, culturally divetse society.—Pai -

‘We.rieed to develop. procedures bf living; both individual. .
- and institutional, in which the richridss. of each. cultural - 3
' group can be made avallable to every. other.—Morris ?f

* - <The Coﬁce‘fns of Symboliti g, Private Culture, ; nd Syncretism
: S n Relation To Transcultural Education!

Yy

[ C ‘ ~ ' ? he 3
EUATHER THAN attempting to show why transeu]tural education is
désirable ‘and how it is possible, I wish simply to begin. with the premise . -
that -transcultural ‘ education is not only possible but essential in a
.democratic; culturally diverse society, Having affirmed the feasibility and
. - worthiness of trdnscu{tuml education, 1 would like to suggest, as basic toa

- iscussion of the “hows” and the “whats” of transcultural education, an
_ examination of the concepts of symbdling, private culture, and syncretism$
b . Culture and Symbigling = _ . . .
W . Culture may be’defined ds a system of shared téchnological, social,
Lo aésthetlc, fdedlogical, and attitudinal products of human learning; it con-
- . sists-of beliefs, cognitive stvles; languages, tools, and other material and
- non-material ‘achievements of 'n’%roup of people. The terms “system” and
. “shared” suggest that various cultural elements are- inter-related in their )
o functions and that they have evolved from experiences ‘shured’ by mahy
2 ' generations of people. More importantly, culture i: the pr_oductvof our

b . 4

RN

"The fitst section of this pape is written by Young Pai; the second, on ‘Transcultural Values, by
" Vi Cleve Morrds. " . .

I *For a morc systematic elaboration of symboling, sce White and Dilliogham (1973). An
_ Insightful discussion of the concept of private culture 1s found in Goodenough (1963).
+ Syncretism, though not u new concept, has been used more estensively by Henty Burger (n
many of hisanthropological writings. See Burger (1973) for'n helplul discussion of syncretism

. and education. A more technical treatment of this concept s Enmd in Burger (1966).
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symboling ability, which enables us to develop coivcepts (to’assign mean- SN
ings and significance to classes- of objects, events, and acts) as wellasto. = - * ]
= ynderstand and appreciate suchmeanings. - I
" The symboling process occurs not oilly.in the large society, but also” *

within its subunits,-each with its own distinctive value orientations. These
subunits may be social, political, intellectffal, economic; religious, éthnic,
sexual, or generational in nature. Meanings and values seem to be assigned o
L to objects, events, and acts according to their evident potential for helping .
*human beings meet the needs arising out of their physical environiments - - i}
and their associations.with others. Objects and events, as well as modes of PN
* conduct and thinking; should not be regarded as having intrinsic signifi- R
cante apart from their-appropridte cultural contexts. ' ’ o
The culture of a society represents the ways in which a group of people *
have organized their experienceseto give them a‘world view, which pro- o
-_" vides them with a basis for (1) explaining their envisonments in cause-effect
J~ terms, (2) framing purposes, (3)-distinguishirig the desirable from the -
% undesirable, and (4) formulating the mieans by which recurring problems g
. are solved (Goodenough, 1963). The function of culture is not only tfTriake .
. life secure and meaningful but also to.give man a sense of power and !
confidence (White, 1964). The culture to which one belongs, then, be- Dy
- comes the root of the individual’s identity. Hence, to reject or demean’'a 5
person’s cultural heritage is to do psychological and moral violence to the T
dignity and worth of that individual. e ' - e
In view of what has been said about symboling, we might concluge that ) {
all existing cultiires “do their job.” Established cultural patterns, however, . -
“are not necessarily the ‘best ‘possible migans of meeting human needs.
Amplg evidence exists to suggest that some cultural practices (pag icularly
in high-energy societies), while fulfilling immediate needs, often have
long-term maladaptive consequences. The culture of a society that selects
its means of préblem solving chieflyin terms of their utility and immediate
results is likely to become maladaptive, facing in the long rin many
complex and unsuspected problems. Similarly, a culture that copes with-its
problems in terms of a narrow range of alternatives because of ethnocen-
trism is likely to limit its own future. Hence, if a technologically complex o
and socio~cuﬁumlly,divet:se society, such as.ours, views minority cultures ’ e,
as unworthy variations from the “right way,” it becomes less successful in
resolving conflicts and satisfying the divergent needs of many ethnic com-
ponents of the society. Such a society fails to make life secure let alone
entjching, enduring, and democratic. ' . ‘

Private Culture o

As .every soclety has a culture, which is the product of shared human.
experience, so may we speak of each person as having his/her own private
“culture,” which may includesawarenéss of several distinct “cultures” of
other individuals. These cultural awarenesses within a person’s private
+ culture tepresent the i@vidyal’s {)erceptions of how other human beings

!!!!
et

t
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have organized their exgeriences based on the standards by which others
L)erceive. predict, judgeMand act (Goodenough, 1963). It is through our
nowledge of the private cultures of our associates that we learn to ac-

\
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. .. 4% ront langiiage pattern
%' - getting things done. Dej ,
) "cqntext, the individual often moves from ‘one set of cultuial concepts to
© written for a sixtbe'gTade audience, I would have used a different “lan-
e S“h'ge." , | o '
‘w1 a person opern
¢ " standard English”
.- effective.in accomplishing one’s purposes. This suggests-that the greater_

< one's breadth of cultural awareness and the more flexible a person’is in
_ shifting from one a C

'+ L7 ful that person will/be in achieving desired outcomes. Frequent intér-
. ethnic corifact is important, for it tends to increage the humber of other
"« + cultiral orientations: within the private culture of at‘jndividual

(Goodenaugh, 1963), , Yo :
‘ ) uges only a limited number of oultural ori dtio?us.iﬁ

“Typically, a petso}
- his/her repertoire, }f the dominant oulture is ethinocentric, the number of

!

i

% their.own languageé fnd use onl{™ standard English.” Rejection of their
i ity children have ¢f their own culture and personal identity. One of the

" problems of assimilationism is that the more one assinilates, the more dtie

(arising from the ethnocentrism of the dominant group) not only robs
richness from both the dominant and minority.cultures but also iricreases

alienition and socio-psychological conflicts.
* Syncretism :

.-

* " If the goal of democratic education is to develop each individual’s poten-

0

enriching for all, then neither assimilationism nor §eparatism is the answer.

~ Notwithstanding the importance of minority caftures to many Americans,
+ the norms of tre dominant culture ar likely to prevail in many activities of
= » . the larger soclety. It v:ould indeed be unrealistic to~sques; that minority
: @ - ﬁroups ignore the dominant culture, but it is equally unreasonable to
. . emand members of minority ciMures to divest themselves of their own
. ethole distinctiveness. What is negded is the preservation and enrichment

fé
h
1

bt
4

of the dominant culture. Howevet, the notion,of “preservation and exten-

L sion” should not be understood as a reactionary, “back-to-the-blanket”

L move (Burger, 1973); rather, it should be séen as a.syncretic process
(syncretism). . AN : .

“Syncretism is the reconcili.don of two or mére cultural systems or

elements, with the modification of both” (Burger, 1866, p. 103). This

conception is not the same as the “melting’ of distinctive cultures into one

"~

language patternsas low-status forms reinforces the negative image finor- -

complish thase goal that are best achieved thibugh working:together.
. Hence, a person’s private culture may include knowledge of several diffe-
» porms of condvict and valuation, and procedures for -
pending upon the natire of one’s purpose and its. -

- ™. . another within dne’s repértoire. For aample, if this paper had been .

es. rigidly in terms-ila{ a single: culture (e, .y using u(._‘, .
in a multi-ethnic commupity), he/she will.be less

propriate cultural context to andther, the more success-

 altagnative eultural orientations that an individual could use woul be -
17~ limited to’thosethe mainstréam otlture regards as legitimate, Minority :
“children, for exa_mfgle may be pressure% implicitly or explicitly, to reject

-~

- crughes self-estéem and pride in orie’s own ‘ethnicity. Assimilationism

tial and to aid Jn buildinﬁ a social order that can make life secure and =~

of minority cultures as well as a reconciliation of these' patterns with those

N
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allegealy superior one. Syncretism refevs to the development of a new and

_ weaving differe

* bgcome more self-assertive, but.may retain that part’of Asian culture that
encourages one to be léss egocentric und think in terms of relationships to
others."He/she is neither an Asian in America nor an imitator of the white,
. American, but has emerged as a new Asian-American. .~ ~
+ Transcultural Education . !

s+ From our perspective, transcultural education-should (1) promote better

cultires; (2f facilitate the development of the individual’s ability to funetion
construct unique private cultures of their own'by combining the elements

* -of various cultures in-térms of what is measiingful to their personal identity,
aspirations, and social reality. 'We must also mdve away from regarding a-

Xf;\ < specific culture as having non-contextual or absolute worth. In both our
A schools and'our communities, we need to stress the viewpoint that cultures
L, revide different but legitimate ways of meeting similar needs. Hence, a
L \ culture should be appraised in terms of its ability to aid members of the
o ‘ sooiety in becomg incrqgingly more effective in ‘dealing with life’s
. problems. ;- R .

‘O "When the study of a culture is primarily concerned with destribing

so-called intriguing and exotic ustoms; such study ‘tends to reinforce
- ethnocerttrism. This type_of approach rarely deals with basit questions
about why these seemingT)z,stmnge folkways and mores have developed

_ essential to view cultures as results of symbolitg and to regard “strange”
v customsas fuictional ways in which human beings have learned to relate to
- " their natural ang man-made environments. But above all, transcultural
education should encourage open-minded exploration of alternative and’
non-<rdditional life styles and should cultivate critical evaluation of already

established cultural patterns. =~ & .
! ' - Transcultural Values 3 -

>~ Wemove now to the question of haw transcultural education,can become
an effective reality. One of our first considerations must be to show how

syncretism works, i.e., how do two or more cultyres interact in such a way

.‘\

reconciliation of cultural patterns, how does this reconciliatioh occur?
*The “Mutual Enrichment” Hypothesis .

One contemporary cliché ‘is what I call the “mutual enrichment”
- hypothésis. It goes something like titis: The American people are made up
o ., of several cultural groups, literally drawn from all over the world. In this
o endowment of culture Ties Amerita’s special uniqueness as a society. In
- , con*derlng huw these many groups thight relate to one another, we have
' tried a ..amber of strategies: biculturalism, crossculturalism, multicul-
tumhﬁsm. None of these strategies has seemed to be a perfect solution. We

- unique culture (?rivate or societal) and a newPersonal identity by inter- -
1

. understanding and ,appreciation, rather than mere tolerance, of other -

. in multicultural contexts; and (3), help the.members of minority culture% ‘

as_to yield something “trans-", i.e., beyond each? If syncrefism is the )

t cultural elements together. For example, an Asian- o
American youth may discard the unquestioning obedience to elders and

+ and have been given. special significance by each culture. Hencé, it is -
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.~ mind" — how Latins think, what they think, and what t

v : ’ ’
1 ’ L e

don’t want assimila'wv nor do we want separatism. We don’t want the
“melting pot”; even’cultural pluralism’ doesn't satisfy. What we are after
goes beyond all these. It is some mode of social phenomenology in which
gach of us as individuals can benefit-from the cultural richness, that this -
variety dflifestyles holds out for us, if we only knew how to grasp it. Hence,
we need to develop procedures of living — both individual and institu-
. tional — in which the richnegs of each cultural group can be made available
to evéry other. ¢ % ' ; .
s Thke the so-called "Black Experience.” Being who and wHat I am, I have
only the dimmest notion of what this really meays. In order to be a fuller
- human being, I need'to know and fee! the'pain, the agony, the exhilaration
of this mode of experiencing. I'm not seeking merely the language, t{w
litérature, the music, or the food of this grotip, although these may help.
I'm after the “gut feeling,” the uinique perspectives, the dfeams and
fantasies of this life. Somebody has to kelp me get inside this microcosm.
"Or consider the clltural distinctions between the Anglo and the Latin. '
" Being who and what I am, I have only the faintest conception of “the Latin '
ejr priorities and. -

<

aspirations.are. In-ofdeér to exparid as a person,

.access to that world of the Spanish-speaking and the Spanish culture-

* experienging individual? I learned the Castilian subjunctive in an Oberlin
College Spanish class 35years ago: Itis one of the great syntactical outrages
of the Western world. It.didn’t help. The inner cosmology of the Latin
persona is still closed to me. - v ‘ -

Or consider the “East is East” problem, the gulf betwéen Asian and

" Western thaught and conduct. Myyco-author, himself a “card carrying”

Asian, tglls us, that an Asian-American youth, in discarding “the unques-
tioning obedience to elders,” may “retain that part of Asian culture that

encourages one to be less egocentric and thipkin tefms of one’s relation-

ships to.others.” How can |, the apothesis of the ¢6if-centereéd Westerner,
learn from this youth? How can I gain access to his consistent orienta@on of '
“thinking in terms of one's relationships t6 others,” an experience sought.

. uot for his benefit,_but for mine?

- Finally, let’s take the male-female dialectic'— probably the last territory - |
to-yield to syncretism and reconciliation. Women liberationists do not ‘
typigally emphasize how much men candearn from women. In my opinion,
. androgyny — the synthesis of desjrable male and female traits — is not
“selling well” on the talk-show circuit. Too many women in the movement
want to become more like men. Making it in the 1 gle-dominated
mainstream if you don’t mind my mixing metaphors, has bedoge the new . .
“Siren Sung of the Seventies.” When vomen become mare like en, then ,
we'll reconsider androgyny; but, of course, by then-it may be too late! But
all this is beside the point. I want to kncw how it feels fo be a woman, |
mean literally how it fecls to be put down as “dumb gbout-carburetors and .
spark plugs,” how it feels to be regarded as a sex object and therefore
judged chiefly in terms of attractiveness, how it feels to want to be presiv
dent of a hank but not being proshoted because you are too “valuable” as an
-assistant, As a representative male WASP, I've never fearned how that
feels. I think I'd Ee u more complete person if 1 did. -

o . (o

. TN "36‘

" .
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how am I going to gain e
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b The Collision of Mdres .o ’ ' ‘

SR tive, especially outside the neighborhood. Blacks, Whites, Latins, Anglos,
Asians, Westerners, women, and men all have some traits thet others don't

o " want to import. And as Professor Pai says, “'to reject or demean a person’s

- * + cultural heritage is to do psychological and moral violence to the dighity

& ¢ and.the worth of that individual.” .. . - ‘ .

- - Justto keep the violence localized, let me confine.my critieisms to my

S "about “Manifest Destiny.” Many Anglos are North-South racists; they want
- " % - tolord it over everybody (and not “give away” the Panama Canal). Many
\ Westerners devalue ASians; they scorn the serene, mystical qualities of the
Orient; thev are “go-getters” and, with their exhaust-belching machines,
they are using up and polluting the entire planet. Many' males are

iy K chauvinist pigs - - insen\itive, mean, vicibus scramblers for: glory, who use-

women like they use Kleenex. :

The question is tnis: How are-we going to engage in mutual entichment

R " without risking mutual pollution? And if we call it “pollution,” which to”

each culture it'is, will we hurt some})ody’s' feelings? - .
. & s . a R .

The Search for Transcultural Values -~ | .
wioon * So, you see, the “murual enrichment” hypothesis can carry us just so far.
(g, - . Maybe our strategy should be to fasten onto a set of values that almost
é'«, S everyone could agree on and then work toward those vhluesin our schools.
J literal sense of transcending cultures. ,
o Over the centuries, we've had a number of “universal values” proposed.
\ Plato and Aristotle thought that “the life of reason” was a value that no one
I coukidis ute. St. Thomas Aquinas suggested the Christian’s God, with all

* His dttributes. More recently, the Puritans advocated “hard work and °

X discipline.” Then the Victorians amended it to read “discipline and self-
‘ denial.” Still more recently, Hugh Hefner and the counter-culture turned

] : this around, asserting that sexual fulfillment and personal hedonisin were

P .7 all that mattered. “If it feels good, do it.” -

g - In our-own heritage, Thomhs' ]éﬂ‘ersoh thought:he finally had it with |

. "Life, Liberty and Property,” which he latet changed to the more indefi-
i nite and therefore, more defensible “pursuit of happiness.” .
John Dewey, in the early twentieth eentury, contended that the central
. - idea, the “meaning of man,” was “Growth,” yielding the ultimate value:
“That which contributes to growth is good.” L.
: " Throughout our recent history, we have reaw: kened interest in one of

aa the Statue of Liberty, has this great

| Send me your tired, your poor :

E The wretched refuse of your.teeming \

| :, shore . N

: At .+« Send these, the telrpesi toss'd, to '
me ) . .

1Iift my lamp, beside the Golden Door.

‘ ? f 2N 4
4

say:

ut thére's-another side. Some cultural traits do pot seem very attrac-

own set. Many Whites are global racists; theylrave shown'a megalomania -

Such aset of values could then be defended as “transcultural,” almost in the |

. ., our founding.principles, “O portuniz." Emma Lazarys, in her poem on- ,,




i .
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Now, if you put Jefferson and Lazdrus together, you have “Equality. of

Opportunity,” which possibly comes as close as’anything in‘expressing the
essence of our country’s belief system, And if you i;

, . of equal opportunity, you are likely to get growth,” .

. However, as things actually turn out; there is a flaw in here somewhere.

. - If free people are equal iy opportunity, some of thém. are likely to grow

. the opportunigies to those with less power — Blacks, Latins, Asians, and

v women. Sowenre back to our old difficulty. How are we going to arrjve at a

transcultural value that. everybody endorses but which, when put into

practice in the schools and elsewhere, will not turn'out to be self-canceling?

I remember a professor of mine.many years ago at Columbia University

. You design a culture from the gropnd up, so to speak, what would its
* préViilingethic be? Although philosophers have argued this issue for along
: time,-w)rofessor, Lyman Bryson, offered the following: A goed culttire is
ofie in whiich the maximum number of citizens are able to realize itscentral

. more and more of its citizens to actuglizé the core valies of the cultyre.
Now, looked at critically, the United'States might not measure up top
well on this yardstick. We hold high the principle of equal opportunity, but
we have createda culture in which that value is foreclosed to a large
proportion of our citizens. By contiast, take Nepal. Here the éentral core
principle is serene meditation ni«d a communal worship of deity,No one is
toredlosed fiom living a life detlicated'to these ends. Thus, according to the
' “Bryson formul, Nepal is a “better” society than the United States, . .
Transcultutpl Education - - : )
. Professor Pai and I have deliberately left open thé question of whether
© agreement can be reached on transeudtiiral value1 myself may not espouse
any of the candidates mentioned aboye. However, some dialggue with
- respect to core values will have to be undertaken, if we intend to pursue an
edycation that isitrant and meaningful for. all children. ¢
We will have to develop a set of coré values that afl cultures can identify
. . with. Moreover,they will have to be values that engender excitement and
conimitment, thatarouse enthusiasm and effort; and finally, they will have
to be values th..ltl‘i"'l be demonstrated and lived out in oui schools,

'

L] .
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avesfreedom, in a state
more than others. Pretty soon, the strong get stranger and begin to'limit

- raising the interesting anthropological ‘question: What is a good culture? If

values. Put another way, a culture is good in the degree to which it enablés -
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‘ F ROM THE.POINT of view of a personality psychologist, the task of 2
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) T 'l\lerh'atic'k Analysis, Personal "
Knpwledge, And. The Design Of
.| Transcultural Education.

4
4

~ ol David G, Winter

The task of transcultural curriculum is to help students
become persons who select elements from their cultural
heritage. and their cultural milieu rather than being at the
mercy-of conflicting tides of cgltura[ conflict. . °

0 . N : '
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transeultural curriculum is to help students become persons who select
elements from their cultural Keritage and their cultural milieu rather than

,being dt the mercy of conflicting tides of cultural conflict: Such persons will

have aclear, steady sense of their own selves as identities that draw from all

cultural resources but who, nievertheless, act and endure as distinict selves, -
- These are transcultural persons not de-cultured persons, They will partici-

pite.in their culture(s); they will not be bereft of culture. They will have :
cultural options based on clear conceptionis of their heritage and of their
milieu. They will be able to select, affirm, and maintain that heritage or to
refashion it.in their own ways. They will be able o borrow, ornot tc
borrow, from their surroundings. They will be actors within two culures,

not victims of the contrasting pulls of cultural differences. Gattegno (1978), -
‘among others, has-described transeulturdl persons in eloquent terms. As

‘Hamblin (1978) ‘has put it, these persons will; in their individuality,

¥

knowledge arid unify all the components of their identity, without stp-
pression, delusion, or eséipe. :

.

. What contributions can a personality psychologist make toward de- ign-
ing the kind of curricyJum that can further this transcultural ideal? I would
like to summarize find discuss hree lines of research in which I have been
involved over the past fifteen years. Each of these — by itself, but espe-
clalty when combined — has important implications for transcultural cur-
riculum design; each can move us toward the goal outlined above.
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Cultural Issues in Educafion

To clarify the exposition, I shall first describe a progess of transcultural

personal growth that has three steps or stages. I connection with each

: stag‘e, I'shall discuss a related line of research. The fiyst essential step is for

students to develop skills of thematic analysis; i.e., to make complex,
abstruct distinctions in the area of cultural themes and imagery. In this
connection, I'shall discuss a new test that we have developed to megsure
how people form and articulate complex concepts. One of the virtues of this
test is that learning how to do well on the. test is essentially the san e as
learing the skill that the test mehsures, i.e., “cheating” in this instance
Abtually involves learning. The second step is to apply these skills of
thematic analysis directly to cultural materials. Here- students become
amateur “psychological anthropologists;” utilizing the skills of precision
and articulation developed atthefirst.stage. In the final stage, the students’

. take their own fantasies as the focus for objective thematic analysis, work-
- ing outand articulating the ways in which their own themes (from their own

lives and imaginations) relate to the Tontributions of their heritage and

_ their surroundings. Through' this culminating’ activity, students would
- obtain a series of answers to the question of"who they are,” and they would - K

know the origin of each answer in that series. .

tion to the design of a transcultural curriculum: but they are, after all,

- abstract principles that need to be elaborated wind made concrete by’

curriculum plannersind teachers. The rest of this paper will be an elabora-
tion of the research relevant to each of the three stages as well as some

discussion of how thése principles rélate to some emerging theories of

transcultural education. "o ~ .

/Thematic Analysis As A Test And As A Skill |
First, I shall discuss the “Tost of Thematéc Analysis.” For the past three

-years, | bave been involved in a project designed to measure the cognitive

and personality effects upon students who have had different kinds of
college ¢xperiences (McClelland, Winter, and Stewart, 1977). We were
trying to define in operational terms the claims of college educators that a
liberal arts education increases students’ abilities to think effectively, to
communicate theit thoughts; to make relevant judgments, and to discrimi-
nate among genetal principles/ None of the published tests of concept
formation seemed to be uscful because these tests are concerned with
simple concepts such as “red triangles versus blue circles.* Therefore, we
developed a new type of test, & “Test of Mhematic Analysis,” in which
students are given two groups of brief, imaginative stories that come from -

quite different sources. (As will be seen below, many different kinds of -

material can be used for this test.) Students are then asked to formulate and
write ont the differences between the two groups of stories, using whatever
terms and writing at whatever level they wish, noting themes, clements,
featurés of styles. ete. that were present (or largely present) in one group of 4

- [
, - .

The principles embodied in each stage can, I believe, make f'contribus )

.{-
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~ stories and absent (or largely absent) in the other group. Notice that this
. test does not merely ask subjects to leam a concept-from a series of specific
examples and then to guess whether further examples belong to the
.concept. as is the case with most tests of concept formation. This test is an
operant measure™h that it asks people to make up and articulate their own
concepts, rather than a respondent measure that asks them to choose one
alternative from a series provided by the test. Hence in the “Test of
Thematic Analysis, " there is no “single best answer” known tor ‘}he experi-
.menter or teacher in advance. We developed a scoring system for this test -
by simply comparing the kinds of responses or concepts that liberal arts
- seniors write with the responses and concepts of liberal arts freshmen.
‘ Thus, the scoring system for this test is an empirically-derived one, based
ony the kinds of concept formation ability that seem to be mcreased by.
liberal arts education. ' N
- A briefdiscussion of the scoring system categories will illustrate how the
test measures the g gencral skill of complex concept formation.' Statements
classifiable under the following six categories appeared more often among
seniors than among freshmen in the group studied; hence, each occurrence-
is scored +1:2 o
1. Direct Compound C ompansons aclear, dlstmct comparison between
the two groups of stories is given by ascnbmg some element or feature to .
one, group and “either explicitly not ascribing it to the other group or
explicitly ascribing a contrasting efement or feature to the other group.

Example: “Group A stories involve : acceptance of authonty, whlle GroupB +

stories involve rejection of authority.” . '

2. Exceptions and qualifications to a description are mentioned.

3. Examples are quoted or cited from the ‘stories to illustrate- so’é
feature of the description. 7

4. Analytic lMerarchy: some pverarching, abstract issue is mentioned
whieh involves an explicit dichotomy, one element of which characterizes
one group and the other element of which characterizes thg other.group.
Example: "All stories involve relations to authority (jssue); the contrast
being hetween ncceptance and rejection of it (dichotomy). Group A storiés
involve ncceptmg authorty, while Gloup B stories involve rejecting au-
thority.” - .

5. Redefinition: altering or rt'deﬁnmg a descriptlve category so . to
broaden its coverage or applicability to the stories.

6. Subkuming alternatives: a descriptive category made vp of disjunctive
alter tmtives Example: “Group A stories involve either timid: tance of.

>

“This mutvriul is adapted froth David G Winter anl David €. McCRellghd, “Thematic
Anadysis: An Empirghlly Derived Tast of Complex Concept Formation.* (Efrer presented ot
Wesleyan-College and Harvard University, 1976). .

\
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5 authority or activé rejection of it, while Group B stories involve a middle

: course of guarded suspicion about authority or indifference to it.” _-

) . Statements classifiable under the following categories were present less, .

L ‘ often among seniors than freshmen and hence are scored —1: '

i v« 7. “Apples and Oranges” comparilons, i.e., a comparison that is not

really a comparison. Example: *Group A stones involve acceptmg quthor- ‘

ity while Group B stories involve sports.” 3 ‘
8. Affect: the comparison is based on the reader’s emotional readtion to

: the story rather than the story line |tself Example: “Group A stories are

S more interesting than Group B stories.”

9. Subjective reaction: the comparison is bused on the person s own

L)

' reaction so that first person pronouns are used, Example: “I like Group A .
K ~ stories better than Group B stories.”
e Perhaps there would be agreement that these nine categories (six posi- ‘

tively scored and three neg’ltwely scored) represent key aspects of clear .
analytic writing, critical thinking, and coherent analysis. Our research has
“shown that Thematic Analysis scores do increase more for those attending
; liberal arts colleges than for those at ending vocationally-oriented institu-
tions. When the effects of SAT scores hre statistically controlled, Thematic
.Analysis scores show a significant relationship to both college gradegand. . . -
level of honors at graduation among the liberal arts college seniors. ‘
For present purposes, the important feature of the “Test of Thematic
Analysis” is that the nine categories of the scoring system can be explicitly
taught, cither by themselves or embedded in other courses. Thus, a
) student who produces a “relative” comparison (“Group A stories are more
about authority than ate Group B storjes”) can be taught to rephrase the
comparison as a direct compound comparison (“Group A stories involve .
authority; Group B stories do not”). An “Apples-and Oranges” comparison
+ can be rephrased as two direct compowynd comparisons. Affective compari-
« . sons and subjective descriptions can be restated in objective terms. Stu-
dents can be trained to logk for subsuming altematives, exceptions, qualifi-
- cations. angl"so forth. In learning the scoring system, students would not
only be learning how-to score their own responses but also practicing the
improvement of their conceptual abilities. Notice that the Thematic
Analysis scoring categories are quite ‘general. To many college teachers, e
<L they are the “something” that distinguishes (In clarity or coherence) one '
| " essay answer or paper from another that may display the same knowledge
of facts. That is probably why test scores predict grades with ability -
¢ \ controllgd. Thus, we would expect that studerits who are taught how, to
score or grade their conceptual thinking will, if they care about doing well,
show general tmprovement in their writing and performance.

Cultuial Analysis

Thematic Analysis has been described us a generalized ability; while it
might be a useful element in any liberal arts curriculum, the case for its

- . r ' -
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relevance to transcultural education remains to be made. Conceptual
clarity is just as important in transcultural education as in any other kind of
higher education (as illustrated in what Arciniega, 1978, calls the “scholas-
tic” tradition and model in higher education). I believe that Thematic

* Analysis is appropriate for any of the four “approaches” to transcultural

education described by Arciniega in another chapter of this book.
Comparison and contrast are inescapable facts of 1ifé, especially for the
transcuftural person; and transcultural education must begin with these

acts. Culture comparison is the domain in which objective conceptual

clarity is most needed. Transcultural persons must recognize and articulate
the similarities and differences between cultures, i.e., between their
inherited culture.and the confusing, often oppressfﬁg, “majority” culture

(which may seem,both uncomfortable and attractive) in which they an-

avoidably live and work. Anyone who travels to, or lives in, another culture
becomes an amateur psychological anthropologist, comparirg other cul-
tures or peoples to his/her own; the transcultural student is very much
aware of cultural differences; Very often, however, we limit our formula-
tions of these differences to subjective, affect-laden categories, e.g., our
own culture is perceived as “exciting,” “warm,” and “familiar,” while the

. other. culture appears “strange,” “cold,” and “unsupportive.” It fnay be

" inevitable that, when we deal with such emotionally deep issues as our own

culture versus another culture, we concentrate on affective terms of com-

“parison. Yet, according to the “Test of Thematic Analysis” scoring systeins,

these subjective categories aré less developed. or conceptually underde-
veloped, i:e., more characteristic of freshmen than 'sehiors. The person
who views the dominantculture as A Stranger in o Strange Land is
vulnerable to feelings of suspicion, alienation, and malaise. The student

. whose conceptual camparisons of cultures remain at this level has not

achieved an optimum level of conceptualization — of his/her own culture,
of the surrounding culture, or of the interaction between them. |
Thus, in terms of the transcultural curriculum, the value -of teaching
Thematic Analysis is that students can sharpen and objectify their comBari-
sons of the two cultures. The proMem of instructional materials then arises.

What materials should be used for, teaching conceptual comparison of |

cultwres? (That is, what is to replace the “Group A” and "Group B” stories
used in the original “Test of Thematic Analysis” research?) There is cer-

~ taily no shortage of materials. [ think that a wise selection should be

) :
guided by two principles. First, the same agreed-upon sources should be

used for eath culture, In this way conceptual comparisons will be faiy. -

Second, the materials should he imaginative as well as factua) so that they
will reflect the salient emotions and images of each culture. Several S0UNCes
of materia) would fit these two constraints, One source would be stories

"This was the potgnant title of the aatoblogr:phy of Leonora R, Scholte, o nincteenth-century
Duteh- Ameriean imrogrant. (Publishied by Eerdmans, Grand Rapids. Michigan, 1949).
s ‘9 ~ .
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from children's readers. These stories are likely to be ladén with cultural
values, for cultures are obliged to put across their core values in terms
simple enough for a child to grasp. Other-kinds of popular literature,
including stories, songs, and novels provide useful supplements. Televi-
sion programs should also be included. Even speeches given on political,
commercial, or religious occasions would be vaiu'ab!e._ McClelland (1961;
1963, 1964; 1975, Chapters 4-6) has repeatedly demonstrated how mate-
rials of this kind can be used to identify the themes of a culture. As he puts
"t , - : . '
Culture is a shared cognit)u‘e system. Members of the culture learn to
operate in terms of this system quite unconsciously in much the same way gs :
they learn to speal. « language. Though they learn to speak the language .
correctly —that is, according to the implicit rules of the linguistic system.—
they may be quite unable to Jormulate those rules to describe them to an.

outsider. (1975, 1. 125)

Bunks (1978) and Crabtree (1978) suggest other types of materials that
could be used, along with these collective cultural documents, as part-ofa--
transcultural curriculum in a compare-and-contrast framework. Such ‘
materials Would constitute the two (or more) sets of data to'be compared ’
using the Thematic Analysis categories. This general approach could fit '
into a variety of specific humanities or social science courses. :

What are the purposes of this training in thematic or conceptual com- .
pagison of cultures?-At the knowledge level, this.training should shaypen N
students’ sense of the similarities and differenices between their cultural e

. '+ heritage and their cultural surroundings. Currie (1978) argues that such a '
- clear recognition of differences is an essential part of transcultural educa-  «
tion. When Students compure their own two cultures, they will do so with -
increased precision and clarity. With increased experience in comparative
analysis, they should also become more aware of complexity: neither their s
birth culture nor the domirant, surrbunding culture is a simple monolith.
.Each contains wany subcultures, and each has its varignt ofientations as
well'as its donifiiift orfentations, as clarified in the theory of Kluckhohn
and Strodtheck (F061). Specifically, as studdnts léarn’to use the scoring
categories of “subsuming alternatives” and “analytic hicrarchy” in analyz-
ing cultural products, they should hegin to see that different cultures do.in * -
fact. constitute difterent solutions to common human problems. According
- to Moreis and Pai (1978), “cultures provide different but legitimate ways of
meeting similar needs™ (@).24)." . ot
. F'would expeet another goal, Tatent and loss obvious, to e reatized by -
T this tipining. Since the students hyve learned to use ubstract, analytic tools
 to_conceptualize their multicultural experience, they have already
achivved u broader view that goes beyond specifies. Such a perspoctive is
. the first step toward their being in control of their cultural heritage and
surroundings rather than ifs victims, ‘ -

o
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. - Personal Knowledge
In the final' stn;,e students would oxtend their anulytic skills to the
. _ products of their own fantasy and imagination, First, they would study,
~samples of their own thought, by means of the'categories of the “Thematic |

conceptunlize their cultural heritage, on the one hand, and themselves and
their cultural surroundings, on the other. These analyses might go some-
thing like the following:* . '
Lam like my cultural hmtt. o in the followin;, wdys: A, B, C,. . ,but‘there
are also differences. On issue G my own view or style seems to be g, while
the‘emphasis of my heritage is more like g1. On this jssue 1 seem to have
lmnowetL a little from my surrounding culture, which seems to be gs.
With a little more thought, the self-analysis might continue as follows:
Right now, though, I feel the greatest stress concerning issue C, where | am
> congruent with my heritage but discrepant with my surroundings. There is
 pressure for chunge here, 1 doi't want to change from c1 to c2. However, ¢a
‘ does seem to be a eqriant orientation that is viable within both cultures.
. But. ca may not be congruent with my present position on’ G whichis g2
: " tknow that this example seems abstract, and it is purposely so. If I had used
* real themes (honor, success, competition, obligation, thc well-lived life,
. nurtu_l.mc masculinity and femininity, humanity versus nature or in-
2" npature), the illustration would be mote vivid. But the'selection of values to
be examined and compared is just wha,g the students have to do. These
dimensions cannot be specified in advance. This process of emerging
-personal knowledge is pctually a statement, in formal and psychological
terms, of what Morris and Pai (1978) call the reformulation and expansion of
a person’s repertoire of “private cultnres.” The present statement, how-

»

implicit in syncrétism.

To facilitate this self-analytic process, formal instruction in some of the

recognized systems for coding fantasies: (such as those used in research

¢ studies on the achievement, affiliation, and power. motives) might be

advisable. Ideally, however, the emphasis would be onthe students’ own

conceéptunlizations of shnilaritics and differences. Thus, their sense of

control, of being an “origin” rather than a “pawn” (de Charms, 1968) is
broadened to include their own minds as well as their own eultures.

This final stage. that of integrating personal fantasy and cultural themes,

is doselyrelated to an emerging techinology of motivation development

and tratning, us originally deseribed by MeClelland and Winter in Motitat-

" ng Economic Achlecement (1969). uml later consideraBle brondened for

- wldm purposes by Alschuler (1973); Alschuier,” Tabor, und Melntyre

! Ihls m.m plv is |nu|nm-|\ phr.m «| fn abstract terms, to cimphiasize that this training ipvols e
the stuclent’s own generated concepts and is not mere I\ areiteration of familiar characteriza-
tions anel stereotypes, :

.
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Appergeption Test” or some similar approach. Then they would go onto ~

ever, does not nécessarily entail all of the formal postulates and values -,

'
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(1971); Boyatzis (1975); and de Charms (1972, 1976). Al of these training,
programs are based on.teaching people s yariety of ways to study, systemat-
ically and objectively, their own tboug’ffxts and fantasies. The emerging -
patterns are then related to the person’siactions.and course of life, on the - |,
one hand, and to his/her culture, life situation, and ideal self-image, on the
other.® . : N .

According to research findings, these training courses “work” — in the
sense that participants show improved performance and report feeling
better about their lives, their studies, and their work. The efficacy of this
training — usefl in the design of transcultural curriculusp rests on the
premise that the systematic, objective study of one’s own thoughts and
firitasies enhances one's sense of being in control of those thoughts and
fantasies, We can call this process personal kniowledge; and with greater
personial knowledge comes greater personal power and efficacy. As this
sense of analytic control extends outward to include the themes and images
(ie., collective thoughts and fantasies) of their multicultural experience,
students will be better able to fashion their own sense of congruence with,

 or mediation. between, the cultures. This congruence betweerfjnner and
outer selves is close to what Exik Eriokson means by ego identity: literally,

- an identity between the inner self (what 1feel 1 am) and the outer self (what -
my society and culture tell me’l gm) (Erickson, 1959). There will be &
choice of many ways in which to achieve congruence and, therefore, ego
identity.affirming, borrowing, and refashioning elements of one’s cultural
heritage and surroupdings as well as redefinition and change of the inner
self. The uftimate goal of this suggested emphasis in curriculum isa student

# - whocan and does make tliese chotoes for. himselffherself, _ *

: ” Summary '

In this paper. we have discussed three areas of recent psychological
 reseasch that, T believe, can contribute to the design of a transoultural
curriculum. First, I believe that we can now mensure and, therefore, teach

the abstract skill of complex'concept formation, There is evidence that
liberal arts colleges have: heen doing this already, but a more direct and = °
. conscious approach to teaching conceptual clarity shoild improve the

-

Y geroce'ss and make it teachable in other educational contexts. Second, |
. -~ believe that this conceptual skill can be taught from, and therefore applied
E' e to, materlals that illustrite the contrdsting themes and images of a multicul-

-~ tural situation. The materials are all around us, both in the great works of

high culture and in the vast flow of popular cultural expression as well as in
| - the more formal syllabus proposals of Banks (1978), Crabtree (1978), and
% 2 L'Aventure (1978), Existing concepts, conclusions, and insights from an.
; : thropology-and ethnic studies can.be blended into this teachirig to supple-
t

$8e¢ McClollund and Winter, 1969, Chapter 2, for a more formal gtu(éaxent ofthe assumptions -
and postulates of this training, as well as for several techniques and procedures by which,
these principles’can be realized. : : :

.
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ment the students*own conceptual work. Finally, the conceptual skills can

be extended to analyze the products of one's own thirking'. This last
approach could involve some of the materials and procedures developed by

- the emerging motivation-training movement {McClelland and Winten,

: 1969; Alschuler, Tabor, and Mclntyre, -1971; and de Charms, 1976).

- . Obviously, these are only some principles which might prove useful in

= =\ designing. and developing a transcultwral curiiculum. Two of the basic

2 components — the actual “Test of Thematic Analysis” and the motivation

~ training materials — ave readily available through professional sowrces and
backed by a solid educationul “technology,”® while the materials for cul-
tural thematic analysis are all around us in great abundance. Of course it ,
would be necessary to try out these principles before adapting them to the - -
“actunt-ren'ties of educatiopr T a wulticultural setting. What we have
discussed here is veally a series of elaborations, a way of making.vivid and
directly practical, a faith in the power of reason — the power of conceptual
clarity anci complexity — to set people free when they can use these powers
'f?r themselves, their heritage, and in their life situation.

. - - . .
"These mnaterinls are available through MeBer und Comprny, 137 Newly Street, Boston,
- Muassachusetts 02116, .
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Teacher Preparation FQrA Pluralistic

Society

&

Although there is diyersity in the people who make up our
society, there. has not been. diversity in the power

structure which controls the education that all children are
compelied to take. - . | o

A.T TRENT UNIVERSITY, I taug,ht “Education and Native Peoples;” a
“course th‘at looked at the historical and contemporary relationships of the B
two while examining education in its broademcontext. During one phase of

¢ course, we compared the cultures'of Native and White children using
various readings as the basis for our discussions, One reading, “The En-

- vironmental Factors in Socialization,”, gives the fdllowing comparison:

Native Child ~ White Child

Walter Currie

, - Attitude Toward Child .

- . ] . .
At age of mobility, child is consi-

- dered a person and left relatively -

free to create and explore his own

. environment. He developsa sense

of independence and autonomy.
He has limited stimulation and

* feedback from adults, L

‘Child is watched and controlled by

parents and remains. depeifdent
~ on them throughout childhood. .

He is not autonomous and has lit-
e rtunity to become inde-

tl
pendeht. He has constant interac-

tion and feedback from adults

around him. .

Sanctions For Leqminé

Child is permitted to do things
which interest him when he is
ready. Seldom is he rewarded or
punished for specific learning at-
tempts although he receives ap-
proval when he does the task cor-
rectly after trial-and-error learn-
ing. Time is not a factor; he can
mfe all morning to get dressed if
he needs it. If child attempts a task
and can’t complete it, he is not

‘urged to stay with it, '

. Child-is urged to try things which

are considered appropriate for
him to know, whether he has ex-
pressed interest or not. He is re-
warded for trying, whether he
learns the task or-not. Time is a

factor: “See how fast you can dress’

yourself.” Emphasis is placed on
trying and on completing tasks
, undertaken. .
« (Hawthorn, 1967)
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X 9 wQ
; _ Eventually, during the seminar discussion, questions such as these were
i raised: : #
- _  “Howdoesa teacher cope with children in the saine room when they are
E' of opposite cultural backgrounds?” =~ % y
[ “What does a teacher do if he/she is of a backgroun similar to the White
SR child but teaches only Native childrén?”

. “Doesn’t the methodology ana standards of teaching, as presented at™
_ Teacher's College, relate mostly to the'righ\-hgnd column child and not to .
. + the child in the left-hand column?” ,
»This paper attempts to answer e'huestlons by examining the concept. !
»  of pluralism, the determinants of schaol policy, the role of teachers, the ' Ty
- child in a pluralistic society, teacher preparation, and some guidelinesfor =\ v
teacher preparation to meet the needs of children in a pluralistic society. '

: Plurahsm

f What name should be given to this “ new acceptance” of the many
: , cultures of peoples in North America? Should it be “biculturahsm,” “mul-
A _ - ticulturalism,” “pluralism,” “cultural pluralism,” “cultural mosaic,” or
] some other term? Banks (1976) discusses the differences among these
terms and why they need t- be clearly understood in order to ensure sound .
% research to develop effective educational policies and programs. Concen-
l tration ot “culture,” he contends, could-submerge the existence of “racism”
!
I

as an issue relevant to the educational needs of children from variousethnic ~ *~ ** |
groups, instead of bringing both race and culture to the fore. He recom- o
mends that, “ethnic and racial\diversity is a much, better concept than * - .
; - cultural pluralism or nwulticultutal education . . . " (p. 36). :
- One principal, when asked ho many nlndian children were registered
replied that he didn't know; such identification was unimportant since they
» “treated all children alike.” And yot, the school reg.ister indicated which
. children were Indian as the basis for collecting school fees frgm the fedéral
., govérnment. Dare * ‘educational equality” be colouy blind?
Before we resolve this issue, let us challenge the “melting pot” concept:
~ The peoples of this continent are of many colours, races, creeds, and *
national arigins, living all .about us, especially in urban ghettos,
~ barrios, and on the reserves.
~— We live in numerous, difi-ring geographical environments.
‘ — We: live in various political structures nations, st'ttes/provmces.
"~ " counties, reserves, gities.
; — The motto, E Pluribus Unym, (Out of Many. One) has included only
those of the White race while excluding those whose skins are not .
L . white. : -
- e In 1971, Canada officially adopted a policy of “multiculturalism” as “a
most suitable means of assuring the cultural freedom of Canadians” and “to
- a break down discriminatory attitudes and gatural jealousies.” Prime Minis.
‘ter Plerre Efliot Trudeau said further, “For although there are two offictal '

"
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Leyo0 .

languages, there is no official culture, nor does any ethic group take
precedence over any other.” Impslicit in this statement is emphasis on the
developing Canadian and on his developing cultire and life style. This
policy bridges the different cultural communities and the historically im-
. portaiit English ‘and French groups (Munro, 1975). o .
W ~May.are concerned that this policy may result in a meve dress-up, - ‘
: %,_Jéor\gﬂmd-dunce time with sqme cthuic foods tossed in. The Canadian
Consultative Council on Mulficulturalism responded to this concern in its
first report (1975) by warning against “truncated multiculturalism confined _ 3
to such aspects as folk dancing, embroidery on women’s clothing, decora- _ A
tive arts\?iﬁh as Easter i‘gé, ﬁa_intinrg;.;ins_trumental music, or even folk !
songs,” Inather wolds, multicoltyralism is to constitute an integral part of
everyday Canadian life; this implies, including ificorporation of core ele- *
mmts into the educational process. ‘

\ the same report, the Council raised the issue of ethnicity for its own
sake, “Multiculturalism, [is] . .. the development of a consciousness of
‘one’s ancestral roots or ethnicity for’ creative purposes in the hope that a P

* distinctive Canadian identity will emerge” (Munro, 1975). With regard to '
.« the latter, this verifer, as a past member of that Council, recognizes the
* néed for (he native peoples of North America to reafirm and re-establish
* our ethaticity for our own sake, strength, and pride and, in turn, for “a :
© " [movre) diéﬁ.p}gﬁvé Canadihn identity” and a more distinctive North Amert- '
‘v can identity, . , : T ' .
For onespdrson’s view of pluralism, let us tirn to the Annual Report of
++ the Ontario Advisory Council on Multiculturalism, where ah Ojibwa
mother is Guoted: “As achild, my mother told me that when picking flowers
in the woods to make a bonquet, don't just pick the most beautiful, have
some of each kind of flower to make up the bouquet. This is the way 1 fee!

about the Canadian cultural mosaic.” She speaks of a bouquet that is more o

béautiful because of the diversity of the flowers, all of which add to the total - -+t

beauty, and yet, each is beautt:lv‘n its own right. It is within the diversity !
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‘of this bouquet of peoples of Ngith America that we must learn to live
because in many significant wayls we are alike, yet in many significant ways
we are different. 1t s the differences which must be recognized and ac-
cepted instead of being ignored or rejected. A diversityrof colours, lan-
guages, values, attitudes, foods, clothing, to name a few, characterize the
people around us. From that diversity come the teachers of our children; of
that diversity are our children. -

The Determinants of School Policy .

Soclety. with its diverse peoples, determines * . . . that the school , -

* reflects the values of the society it serves, values expressed not only by :
parental or community attitudes toward learning behaviour but also by
governmental policy on faxation, on housing, on urban development, and

[on] racial relations.” The attitudes ofmlrmrg.tlm toward education eannot

1.
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be disregarded by those who would teach or would suggest changes in
education: : . :

The Spanish speaking . . . often see themselves as the powerless victims of
an edvicatiorial system — run by a professional and political establishment
which systematically excludes them from the process by which schools are
governed, and from the decisions made about the educat of their chil-
Jdren, (Valverdes 1976, p. 346) . :

Amarican Indians have little, if any, influence or control in the education of -
their children in the public schools. . . (B) The white power structure often v
thwarts Indian attempts to gain representation on school boards. . .(D)A o
strong feeling of powerlessness pervades Indian commaynities in Yegard to
their attempts. to_impgové the education, provided in public schools. (“In-

- dian Education: A Nafional Tragedy — A National Challenge,” 1969, pp.
52-53) ¢ _ . .
Although there is diversity in the peoples who make up our soclety, there

~ has not been diversity in the power structure which controls the education Loy

 that all children are compelled to take. - SR .

According to Keppel (1969). . . . we will have to accept the réality that -
changes in pedagogical tactics Within the school's control have relatively
little effect on social change or the creation of a new society. We, as X
educators, do not seem to havecontrol over the important variables.” If this R
Is true, what recourse do schools and teachers have? Shall we bow to the ;
inevitable and continue to develop “Pollyanna attitudes” in children-who

will face the same grim realities of cfependcn_cy and powerlessness? In the

s ~ preamble to the.Code of Ethics of the Natfonal Education Association

A (1969), “We regard us essential . . . the protection of freedom to learn and

to teach and the guarantee of equal educational opportunity for all.” Are : :

these mete words ot do they have substance? If teachers, as Keppel's _—

_ statement implies, serve as “change agents” only us directed, thef teachers,

- are only extensions and servants of the system, not co-determinants as

" befits a professionally responsible and respected group. Have we been.

, e misguided-in-believing that education-is-more powerful than it isp That,

- ' through cducation, soclety can be reorderedp That social ills Such as . '

L poverty, prejudice, unemployment, delinquency, and political corruptfon

T can be cured and prevented? That, threugh education, we will learn to

behave in ways that respect everyone’s present and future interests?

Cap society change fts expectations and demands of education to those
which the systen is capable of meeting? Or must we become
revolutionaries, overthrow the system, and insttute a new education?

Mlich (1971), for example, advocates “[éreating] institutions which serve

personal, creative, and autonomous interaction wnd the emergence of

values which cannot be substantially controlled by technoerats. ™ N

L ) . X
The Role of Teachers .

h M D . ) "
’ Is there “little social change or the ereation of a new socicts” becanse .
L o
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life style of the m class? Future teachers are upwardly mobile, fearful
for their jobs if thfy don't confotm to traditional methods of preparing
children for the “good life.” Shepard (1968) asks, “ . . . howmany teachers,
usually the very personification of middle-class values virtues, and vices,

potential tewhe%)zi that diverse society are actually exponents of the
d

are inadvertently condescending in their attitudes and interpersonal rela- -

“tions with the children they teach and with the parents of these children?”
(p. 81 .
Regardless of the quahty of the curriculum — the textbooks, the courses

of study the-school plgllton;l;e/zfqmpment the administration — the ~

effectiveness of an educa system is determined by its teacher be-
_gause it is they who téach the courses of study and serve as identification
models. They are obligated to meet the standards of reading and mathema-
tics established by the policy makers. One could cite innumerable refer-

’

ences to the failure of teachers and the system to deal successfully with -

children of a different colour, race, creed, culture, ethnicity, or socio-
, economic status. According to a Senate report, “Teachers and adminis-
trators are often insensitive to Indian values and.ignorant of Indian eulture”
(“Indian Education: A National Tragedy—A National Challenge,” 1969, p.
53). In analyzing the factors contnbutmg to low achieverient levels of
Indian students, the report cites “ . .. the inadequacy of the instruction
offered them for 6vercoming thenr severe environmental handicaps. . . .
the ‘teachers . . . lack the .training necessary to teach pupils with the
linguistic and economic disadvantages of the Indian child successfully
(“Indian Education: A National Tragedy — A Natlona}Challenge, 1969 p.-
62). .

On the othen hand

In schools . . . highly. approved by students, the teachers are: well above

-average in their enthusiagm for teaching Indians know more about the
Indian community, Have more contact with Indian students outside of
school, rate higher on understanding and sympathy and show more favour-
qble attitudes toward Indians tlum the average teachers . . . " (Fuchs,
1970) .

How.much of teacher ineffectiveness relatesAto the lack of succ: ssful
models offered the culturally or racially different child? Grant uses the
following statistics (from a 1975 report by the Department of Health,

Education, and Welfare) to illustrate how schools have failed to recruit

adequate numbers of fninority-group teachers.

Percent of School Population

, Minority Students Minority Teachers
Arizona 4 . 20.1 " 76
‘California b 29.2 . 10.8
New Jersey . ' . 21.3 -~ 8.4

New York 26.6 5.6

1]
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\ . -
In Native communities, local pgople are used in the schools primarily as
caretakers, bus drivers, and teacher-aides. - \

The Child In A Pluralistic Society .

. We emphasize the importance of meeting the child’s needs, becoming
% - - awageof individual differences; and understanding that rio two childrepare
3 alike. We emphasize, the neeg for starting with the child where he/she is \
: and moving from the known.to the unknown. These are al familiar and R
5 accepted phrases. But, do we realize their implications for instruction? ’
E_- - From birth to age five, each child has leirned much-from his/her own

. ' explorations and his/her family. The child then undergoes a wider range of
experiences among peers, relatives, and neighbours. Not only has the child
" learned to crawl, walk, and run, but to feed and dress himself/herself, speak
a language, and bégin to live by values and attitudes acquired by observing
others. The child comes to school with a very complex store of previous
learnings. But will the child find adequate opportunities to continue this

learning? . . . R

ﬂ}:"& the child who finds schodl to be an extension of the lifestyle and

-  culture of his home, learning will uMally continue with few problems and
\ , evegy chance of success. But, if the Native child arrives at a school pro-
-\ grammed for children from the White society, the Native child’s learning
vwillbe directed toanother ciltural track beginningat0.5. . . ; (as noted on

. the following graph), -, ,
LEARNING' - e ‘
R | oy
L. &0‘ beb
f A
EE . -y
: 7~ x%“ %
: ™ / __\\\\6 \‘&%e
1 e O . %
' / “,&c* &
v . . . () $$\e‘ ‘\e« .
- “\9,
' ; ' ’ AGE |
o . - 5 10 - . o
> = The child will recetve’a “Culture’Shock,” the fullgeffects of which may not

be identifiable for years. Students are required to'learn another language
.9 aud not.use their own, to learn to be on time, recognize that tasks are ,
| . measured by the clock, and to leagn that almost everything is done differ-  ~ . .
/ ently in school than at home. Tﬁw Native child has not continued {o
- progress from his/her point of development, but has been retarded by
being moved to a suddenly new setting where all the rules are changed.
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The cultumlly-dnfferem child falls behind because he/she is “handi-
capped” by speaking a language othér than English. The-child’s home and.
neighbourhood experiences have little relationship to those*expected by
the system because the teacher is culturally unprepared.®lsn’t it strange
‘that'the child at age six has to be ready to attend school but the school does
not have to be-ready for-the child?

Teacher Preparation

Now let us look at the process of teacher preparation, a process thathas * . ..

~ been guilty, more by omission than commission,.of perpetuating the myth
. of the“typical American” in® curriculum. The depiction in children’s
textbooks and films of the dress, manners, customs, and family roles typical
of the middle class has helped. destroy those-cultures which are different
(Dickeman, 1973). This is the process to which the American Association of
.~ * Colleges for Teacher Education addressed itself, when in May, 1970, a ~
sub-committee reconmrended the establishmentof a Commission oi Miil-
. ticultural Education to Encourage mémber institutions ¢o include in their -
teacher education programs components aimed at the understanding of the
* mylticultural nature of American life dnd the strengths of this diversity.” In
F ebruary*l97l the newly created Commission submitted this resolution,
*. That AACTE and its member institutions . . . establish as one of its

top prlonties provisions for multicultural education.” "

This resolution was followed in November, 1972 by the Commission's
" “Statement on Multicultural Education,” which reads, * . . . schools and
colleges ‘must assuré that their total educational process and educational
* content refleef s cOmmitment to cultural pluralism . . . [T)eachers and
personnel idust be prepared in an environment where the conimitment to
‘multicuityfral education,is evident.” The Commission also suggested that
there be *\, . faculty gnd staff of multi-ethnic and multiracial character, a
student bodyn_. . sepresentative of the culturally diverse nature of the
community, . . . and a culturally pluralistic curriculum that a. : urately
represents ﬂ.e diverse multicultural nature of American society” (Hunter,
1474). If these enlightenments had come decades ago, there would not have
been such statements as thove of the Commissioner of Indian Affairs in
1887, “This language which is good enough for a white man or a black man
ought to be.good enough for-the red man . . .[Tleaching an Indian youth in
his dwn barbarous dialect is a positive detrimént to him. The impractabil-
ity, if not impossibility, ofcivilizing the Indians of this country in any othey
tongug than our own would seem ‘obvious” (Moquin and Van Dofen, 1973,
p. 110). . ot

Gu:delmee For "l'eswhe'l~ Preparation ln A . .
Plugalistic Society L

First. ay indicated pr('vmmly, thele are several needs that should he
acted upon: :

’
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. .. : R ‘
t _ 1. “Educational equality” means to accept each child as an individual, *
. 2. Multiculturalism is a fact; the melting-pot is an illusion. S ‘
3. Differences and similarities in children must be recognized and
C - accepted. ‘ S -
- 4. "Schools” must do what they are capable of doing: helping young
] : learners to think, not trying to cure society’s ills. : i
PR ..+ 5 Pluralism in seciety must be mirrored in the ranks of teachers. . .
? ‘ _6. The readiness of the school and of the teacher to receive the childas - .
; . e/sheis, is essential to the success of the child and of the educational
£ : r programs.. - ‘ :
Ly "7 Next, if the needs of children of “different cultures” and of “different
% - *races” are to be met; if the schools and colleges are committed to cultural
- ~ pluralism; and if teachers are to be prepared to cope with their own ’
| o “culture shock™ for the benefit ¢f all children, than what is to be done at the
' “teacher preparation level? - : ' :
,_ﬂ___ﬁL_Lauhax:En_leanher:educatiom_praqucewh\tt}hey-pmaeh; oratleast .
make every effort to do so. ' _
a. If children are to be treated as individuals, why not the student- ‘
BEEs ‘ ' . teacher? Professors should be expected to develop greater knowl-’
SR ) edge of, and contact with, individual teacher-education students.
; , _ Sinee teachers are to care for their pupils, would it not be logical
= for the student-teackier to have experienced this “caring” to som.
j : degree in the teacher preparation courses at the universities?
' b. Ifthe elementary school teacher is to work with a grougi of children
over several hours and/or in various subject areas, why is this - \.
_ approach not illustrated in teacher education programs? Why - C
: . couldn’t professors.work together in teams? For example, there °
might be three pfofessors and one practicing teacher from the field
| ) working with a graup of students in teacher-preparation areas, °
covering a wide range of theory and practice. : ‘
¢. Student-teachets are urged to use a variety of aides te help chil-
v den learn; yet, professors lecture endlessly. The student-teacher
: is expected to stand before a class of children and communicgte
ideas verbally when that same student-teacher has been a passive
lemaner with little opportunity to share in the planning of educa-
- tion courses or even to see the professor “"practice what he
L, p}rencheg" Eh the book, Schools and Equality, the authors report ,
' : that: T T

The most significant difference between personne] is that teqchers .
. in low SES schools have lower scores on a measure of verbal fucility

..« lal'standard’ deviation [of} about 1.5 raw score points,
(Guthrie et al., 1971, p. 47) .

Are not most culturally different children — the Chicanos, the
Blucks, thé Jndians, the Appalachiah ponr — in the low socio-

|

-
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oconomic schools? Do they not need good teachers? .
d. Haubrich (1968) wrote, “Cne of these basi¢ skills [lacking in
teachers}is a fundamenta nowledge of and an ability to begin a :
reading program within eachplassroom no matter what the subject s
field” (p’366). instead of blaming the classroom teacher, the press :
and the public should ask those at the teacher-preparation level
why they aren’t prepafing teachers to help children leam to read.
e. In the Commission’s statement'concerning.” . . . dn environment
where the commitment to multicultural education is evident,” it is
assumied that faculty involved in teacher preparation are also
involved in the schoels — consulting, supervising student- .
teachers, and conducting research, Their commitment to mu)-
. i ticulturalism must be total if the student-teacher is to believe in
~ " the need for culturally and racially different children to have a
, chance.
2. Some.,guxdehneslbr.theieacher.am,_ueacher—tdeno-bndge-theﬂ "
divisiom between the races and to jettison the excess of time” (p. 29):
“A Maori child shourd hegm his reading from'books of his own colour
' and culture” (p. 31);“ . : . in judging Maorilife . .. . there is a Maori
standard as well as a European one” (Ashton-Wamer, 1963, p. 66).
In the following poem, Frances Brazil, of the Santa-Fe Cultural School, -
captures the feelings of insecurity that often characterize the young Indian

child.

AN

. | - Uncertain Admisriion

The sky looked, down on me in aimless blues
. The sun glares at me with a questioning light
The mountains tower over me with uncertain shadows
The trees sway in the bewildered breeze
The deer dunce in perplexed rhythms _
The ants crawl around me in untrusting circles
The birds soar above me with-doubtful . ips and dives
They all, in their own way, ask the question.
. Who are you, who are you?.
1 have to admit to them, to myself,
1 am an Indian .

As Charnofsky (1971, p. 10) says, “There is growing evidence that the .
ability of children to be successful in our present American school system is
predicated upor a healthy persona’ outlook and a relatively posmve self-
concept.”

To be able to do those things Ashton-Wnrnnr suggests, to help children
acquire a healthy personal outlook and a positive self-concept, and to
counter the feelings of shame of being an Indian demands an atmosphere
that says to the Native child, “It is good to be an Indian.” To be able to
create such an atmosphere for uny child reqiiires teachers to become
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self-critical of. their own cultures and values..'l'hrough the behavioural . -
sciences (anthropology, sociology, cultyral psychology), thirough experi- . -

ences with other races and other cultures, and thraugli'the development of
communication skills)thisawareness can be ac _ .ved. In turn, the teacher

. can better accept and appreciate the, differences among human beings.

A girl of the Adawa tribe asked me a question which is the gist of this
paper: “Mr. Currie, can I gét an education and still be an Adawa?” Does
any sincere teacher dare answer anthing but “Yes™®
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- Values In Tl_ie D:é;élopmént of
Curriculum For Chicanos

N

* Certain virlues, socletal and institutional, can be .

]

+

.

W
, 4 b ‘ :

. s . . A ‘
. THE CHICANO population is the second largest minority in the United
" States, Ifi the five, southwestern states of Arizona, California, Colorado,
New Mexico, and Texus, the Chicano Is the largest minority (Galarza.
Gallegos, and Samora, 1970): In these fivé states, there are two million
Chicano children, ages three to eighteen. Fifty percent of the Chicano
- children entering first grade in the Southwest do not have basic compe-
tency in the "Engﬁsh, language (United States Commission on'Civil Rights,
1971a). Despite this, public sclicol systeris force the Chicano child to
function in an English-speaking, European-American, middle class envi-
Jfonment. It is' not surprising, therefore, that the Chicatio student, in
comparison to the Anglo and Black student, has the highest rate of: (1)

1971b). Yet, in spite of massive federal and state funding in recent years,
the schooling situation for the Chicano student’ has not changed for the
, batter, " e _ e ’
. A great amount of literature gan be found offering alternative solutions *
+ for the low académic dthievement of the Chicano student. One major
_alternative is the developmént of curriculum specifically geared to the

B needs and interasts of the Chitano student. Curriculim for the Chicano,

. however, has beén developsd without considering the Chicano life style,

-

needs, oultural attributes, and language characterdstics. Relevancy is nowa

hackneyéd term made meaniingless by its repeated use by educational
scholars. If the curriculum iy to relate-in n ppsitive manner to the Chicano

)

' A | ‘ (
Cecilia Cota-Robles Sudrez -

W 8

~deseribed as-being in conflict with the Chicanotearner
. andthe Chicano communify. - =

+ - $¢hool dropouts, (2) low reading achieverent, (3) grade repetition, and (4) . . - __
~ age-class level disparity (United States Commission on Civil Rights,

-7



: child, the curriculum writer must be involved with the language and/or
g didlect and culture of the Chicano. One of the weaknesses too often found
. y in curriculum development for.the Chicano student is that curricylum
. writers are versed in curriculum theory but have little or no knowledge of
+ the Chicano experience. Therefore, they are unable to analyze this experi-
ence in order to utilize it in curriculum develbpient..Another ianner of

] curriculum writers to assist them, Curriculum development then becomes
. ‘ a process of putting together pieces as in a jigsaw puzzle: Needless to say,
' curriculum: for the Chicano child *has been ineffectual. The cutriculum
writer must not only have the necessary competencies to develop cur-

riculum but must alsohave knowledge based on current data and a sensitiv-

s .» ity to the Chicano language and/or dialect and culture. In order to better

student, this paper will address itself to one of the mos' significant and
- neglected aspects of‘edycation: values in the development of curriculuim
for the Chicalh’Q -

A
~

/ Theoretlcal Background

curriculum development. Values are one of the most significant of these

society regard as desirable. Goodlad and Richter (1966}, in their model of a
conceptual system for curriculum planning (commonly called the Goovdlad

curricilum development. The process of developing curriculum, accord-
\{ *  district (such as the school board) selecting values from a body of accepted

Goodlad and Richter suggested checking at all major decision-making
levels of curriculum so that the ends and means are compatible with the
‘values selected. Tyler (1849) proposed another design (termed the Tyler
Rationale) regnrding values in curriculurn. Curriculum objectives, accord-

harmony with the philosophy (or vhlues) of the schoo] and/or district. -

development as presented by Goodluu and Richter, and by Tyler. Tyler
suggested that in the curriculum development process, tentative objec-

SN tives should be scrza‘ed in order to determine whether they are in
harmony. He recommehded discardi 1g objectives that conﬂict with values
of the schools and/or school district.

_and determine whether they conflict with values of the Chicano Iearner

64
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developing curriculum is that scholars on the Chicano experience bringin .

— o understand the process of developmem of curriculum fo- the Chicano

Gurriculum is not developed in a vacuum. Many factors are involved in

~1 . glements. Valies cin be defined-asthe ideals of life-that membersof agiven -

Conceptual Model), determined that values were: the starting point in
~ing to Goodlad and Richter, begins with the sanctioning body of the school,

values for curriculum writers to utilize. A value-free position is impossible.

“Ingto Tyler, should be screened in order to determine whether they are in

This paper would like to extend th concept of values in cumculum .

Enlarging upon Tyler, and Goodlad- and. Richter, the developers, df
currigulum for the Chicano should review soctetalrand instit utional values -

¥
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.~ and the Chicano community. In the evex/tt of conflict, it is the societal'and
. institutional values of the dominant society that must be changed, mod-»
* “ified, or discarded. Anotheg-approach is to institute new educational ar-

- rangements that utilize the values of the Chicano learner and the Chicanv... 7

community. , ¢ ' Y . . '
sertain societal and inStitutional values of the dorhinant society can be
described as being in conflict with those of the Chicano learner and-the
Chicano community, ‘These attitudes and values are inconsistent with -,
Chicano traditions and life style. These attitudes and values include: (1) -

. rucial prejudice, (2} stereotyping, (3) blaming thé Chicano language and

culture for the low academic achievement of Chicano students, (4) suppres-

s singthe langnagé and culture-of Chicanos, (8) lack of parental and commun-

ity inyolvement in the decision-making of the school and school district, (6)
under-representation of Chicanos in the public schools, (7) use of ability
grouping, (8) inadequacy of the staff working with Chicano students, (9)
irrelevaricy of training of the staff working with Chicano stydents, and (10)°
monalingual/monocultural education. These ten vales are in conflict with
the,values of Chidario learners and of the Chicano community. The public:

-, school system, by accepting and utilizing these conflicting values, is re-
" sponsible for impéding the academic success of the Chicano student.

" Therefore, in order to present.a curriculufiv that meets. the needs and

- interests of Chicano learners, thesél\values need tobe rejected or altered by

curriculum writers. x

" Values in Curriculum That C&nflict. with. Values of the Chicano

. Learner and th¢ Chicano Community -
Racial Prejudice e . |
Prejudice can be defined ag “a pattern of hostility in interpersonal

. relations which is directed againyt an entire group or against its individual
. members” (Ackerman and Jahoda, 1950, p. 4). Arter (1959) described

prajudice as a set of attitudes that supported, caused, or justified discrimi-
nation, Racial or_ethnic prejudice is an dversion to a group based upon
faulty or inftexible generalizations (Allport, 1958). According to Allport,

- —discrimination- is the denial to persons or greups of persons the equal

treatment they desire: it is the overt expression of prejudice.

Research on the development of race awareness in children has shown
that they become aware of their racial characteristics and those of others as
early as two and a half years of age (Clark and Clark, 1939; Stevensonand

~ Stevenson, 1958; Goodman, .1966). Prejudice is socinl and cultural in
_ origin. It is based on conformity to social norms. Clark (1969) emphasized

that the development of ricial prejudice reflected the child’s family rela- -
tionships, the type of community in which the child lived, the school the

child attended, and the child’s religious orientation. These forces are all

interrelated. - : - '

The child . . . cannot learn what racial group he belongs to without being

invefved in « larger pattern of emotions, conflicts, desirgs which are a

4, 6; | N




K growing knowledgc: of what socleiy thinks about his race (Clark, 1969,

p. 23) , ; .
The child not only developed an awareness of racial differences and racial

identity but al5o-an awareness of the attitudes that prevail and the values
acceé)ted with race and skin color by the dominant society (Clark, 1969;
Lan

reth and Johnson, 1953; and. Goodman, 1966). Too quickly the child

learned that white was to be desired and dark was to be regretted.

One of the fundamental reasons for racial discrimination has been found
. to he ethnocentrism -— the belief in the uniqueness and righteousness of a
" group (Simpson and Yinger, 1965). Ethnocentrism, according to Simpson
and Xinger, is an expression of the powerful rulitig clads'attitude toward
Sther groups as inferior. Another cause of racial discrimination has been
economic exploitation (McWilliams, 1964; Mémmi, 1965; Muioz, 1974;
Almaguer, 1974). McWilliams (1964) explained, “The American race prob-
lem. . , inthelastanalysis, is a problem involvig the exploitation of labor”

(p. 339). According to Almaguer (1974), racial domination in the Amé&rican
continent was first implemented when the Europeans started colonizing -

the Amerigan continent. It was the Spaniards who insglutionalized a racial
hierarchy in Mexico. According to Almaguer (1975), after the Anglo-
American conquest of the Southwest, Chicanos were oppressed in a colo-
nial systern within their traditional lands. This type of oppression has been
termed “internal colonization.” Blauner (1972) pointed out that privilege is
the basis for racial oppression. ‘The racist restrictions imposed on the
people of color in the Americas offered a system of privileges only for the

white Euro-American, according to Blauner. For instance, white Euro- *

Americans have long enjoyed privileges denied to. Chicanos — better
housing, quality education, higher income, and more stablé living condi-
tions. Blauner concludes that-within this racial order, the politically power-
ful group (the white Euro-American) has expleited, controlled, and-op-

. pressed the other groups. Memmi (1965) emphasized that another element .

is, imposed on persons living tinder colonized .conditions — theMack of

freedomeof choice between being colonized and not being colonized.
Long ago, racial prejudice and discrimination were institutionalized in

the educational system of this country. Racism has been a basic elemerit in

the Américan school (Katz, 1975; Clark, 1969; Bowles, 1972). Katz, ina -
historical account of American education, claimed that by the late

nineteenth century, American education was universal, tax-supported,
, free, compulsory, class-biased, and racist. Education énabled the affluent
to remaly rich. Bowles (1972) found that the schools had not been respon-
sive to the learner but rather to the economic structure. According to

~ Bowles, schooling has been a socialization process for children’s entrance-

into the same level of sogiety as their parents’. For instance, schooling in

~ low income areas prepared children to work in factories by stressing

punctuality, discipline, conformity to authorily outside the home, and

* responsibility for one’s work. Obedience and punctuality were stressed

even more, according to Bowles, us manufacturing became more compli-
# 9 -
cated. Today's educational systems have these deeply-rootéd'values, which

include racial prejudice and diserimination. Public education can be de-

-
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scribed as a vehiclé for sorting minority and low ‘income children into a
lower socio-economic status. ) '
~It is recommended that in the davelopment of curriculum, racial pre-
community'be treated as equal members of society: R
The following will be-a discussion of other values held by the dominant
society that are in confliet with the values of the Chicano learner and the
Chicano community. These values will be described in a more concige

Judice should be eliminated and that the Chicano student, parents, and the

-manner than racial prejudice, which is the most significant value held by

the dominant society and its institutions,

Stereotyping o > ,
Stereotyping has been a way of reinforcing racial biases (Allport, 1958).

Stercotjping of the Chicano has included: (1) stereotyping in conteimpor-

ary and historical literature, (2) stereotyping in-the media, and (3)

stereotyping in-social literature. Weber (1974) traced stereotypes of the
—Ghieano-to-the

the—lSSO%fiFheGhiemdepictéd-aHazyrbigotedrwperstiﬁv
ous, cheating, thieving, gambling, cruel, sinister, cowardly” (p. 18). Acufia
(1972) contended that Anglo stereotypes of Chicanos were perpetuated by
inaccurate historical analysis. Romano (1968) proposed that the distorted
and stereotyped depiction of the Chicant. tended to deny the actual histori-
cal importance of the Chicano. Rendén'(1971) criticized the'media for the
depiction of the Chicano as fat, and usually a banditwho speaks with either
an exuggerated Spanish accent or in broken English. Martinez (1971)

- television commercials tdnded to portray the Chicano as lazy, comical,

asserted that the mediajdepicted Chicanos-as inferior. He found that ~
_irresponsible, and thievig, Suirez (1973) stated that social science litera-

ture depicted the Chicaria as an‘inadequate mother, masochistic, submis-
sive, and less intelligent than the male. : RS
" In view of the above, itis evident that stereotyping of the Chicano must
not bé perpetuated by, the media, historians, <icial scientists, nor by
curriculum writers. Culturally sensitive and knowledgeable curricilum
writers must avoid the inaccurate-and unjust portrayal of Chicanos. -
The stereotyping of the Chicano must not be utilized in the curriculum
developing process. This value must be eliminated.

* Blaming the Chicano Language and Culture for. the Low Academic |

" Achievement of Chicano S,tudents .

The third value to be discussed is blamiirg the Chicano language and/or
dialect and culture for the low academic achievement of the Chicano
student. Vaca (1970) claimed that for over thirty years social scientists have
designated the Chicano language and cultuge as the major cause for the low

.

. -academic acliievement of the Chicano student. The following are charac-

teristics of the Chicano language and culture that supposedly hinder suc-
cess in school: (1) the Chicano culture as a fol < culture (Burma, 1954;
Manuel, 1965), (2) the Chicano family as patriarchal and duthoritarian
(Heller, 1966, Rubel, 1966; Clark, 1970; Madsen, 1964), (3) the Chicano -
fumily socialization process as not stressing values of the dominant culture
(Heller, 1968; Madsen, 1964), and (4) machisimo (Heller, 1966, Madaen,
g, o .

™)
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Other cultural traits cited by social scientists as blocking the academic

success of the Chicano learner are: (1) orientation to the présent,. (2)

-inability to accept change, (3) rejection of the Protestant work ethic, (4)
submission to the status quo, (5) possession of non-scientific attitudes, (6)
failure to value education, (7) fatalism, and (8) speaking a deficient lan-
guage.Waca (1970) claimed that blaming the Chicano language and culture
for the poor academic performance of the student absolved the dominant
society of its responsibility to change the educational system. The blaming
‘of the Chicano for the poor showing in school isin keeping with the concept
that to succeed in the public school system, the Chicano must fit-the
English-speaking, middle class Euro-American mold. This value should be
discarded by curriculum writers. ~ _

The language and culture of the Chicano should not be depicted as the
cause of the poor academic ‘achievement of the Chicano sttident. The
language and/or dialect and culture of the Chicano should be depicte‘\as

- posttive, rich, and constantly growing. °

S@pi’essinﬁ the Lapguage and Culture of Chicanos

Policy in the American school system has long mandated the suppression

- .of the Spanish language (Steiner, 1970; Sanchez, 1966;, United States
Commission on Civil Rights, 1972). Suppression in the public-schools has
included not only simple discouragement of students speaking in Spanis

but also corporal punishment (Steiner, 1970; United States Commmn on’

Civil Rights, 1972). Sanchez (1966) claimed that the public sehools have not
.conzidered knowledge of Spanish an asset but rather a handicap. The
language of the Chicapo child should permeate all aspects of the student’s

- educational environment and should net be discouraged by the schools.
*The language of the Chicano child is an asset and should be 1
areas of the educational program. oo .
The Chicano culture has been described as having been excluded in the
schools (Cartés, 1974; United States Commission on Civil Rights, 1972).
School and classroom activities have not. utilized Chicano culture other

. than to reinforce negative depictions of Chicanos. Cortés claimed that the

. educational system utilized programs that enhanced the Euro-American .

way of life, while relegating Chicano culture to an inferior position. In-
structional magerials depicting the Chicano have been determined to be
. both racist and sexist (Gurule, 1973; McCurdy, 1974). In California, com-

munity groups have protested to the Califarnia State Board of Education’s
apprqvafrof books that detficted minorities and wonpen negatively.

Chicano culture should be utilized in all aspects of the curriculum. The
schiool and the instru §ional setting should include depictions of Chicano
culture and experience in a realistic and positive manner.

Chicano culture should be presented in the program in a positive manner
and should perineate the entive program. R

Lack of Parental and Community Involvement in the Decision-Making
of the School and Sch istrict

The Chicano community and parerits have not been involved in deci-

sions regurding their educafional programs. Despite guidelines that man- -

ttilized inall
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date this input, the Unitéd States Commission on C izil Rights (1974) found
* that decision-making by the Chicano community and parents was not only

tration. Sinc e 1968, numerous community protests and confrontations with

the public schools have occurred. According to Muiioz (1971) the Chicdno
0 gdmmunity still has yet to be involved in making decisions regarding the
schooling of its children. Active community and parental involvement is
‘ one vehicle by which Chicanos can be part of the degision-making process
o “in education. Scheols should encourage parents and community members
to become-actively involved in school affairs, especially in decision-making

: -involved in curriculum development. : ~ ~

. ingeducation and, specifically curriculum development, should be encour- -
e aged by schools gnd districts. ‘ :

N Under-Representation of Chicanos in d:%Public Schrools L

5 ' - Chicanos have'been found to be undef-represented in all levels of the

; public schools, with the. exception of custodial and teacher-aide positions.

Foe - The Utited States Commission on Civil Rights (1971a) study of the schools

o in the Southwest indicated that the Chicanos were not represented in staff

: « Dositions in proportion.to the overall Chicano population. Of approxi-

S : mately 325,000 teachers in the public schools of the Southwest, only12,000

- — — —{4-percent}-were Chicanos—In California, where 14 percent of the student

o population was Chicano, only 2 percent of the | rofessional teaching staff

TR were Chicanos. Of the total administrative staff, Chicanos comprited 6

4 - percent of the school level and 7 percent at the district level. Non-

o professional staff, such as secretaries and dustodians, had the highest.

- representation(custodians repicsented 30 percent and secretaries 10 per-

: cent of the district e‘m;l)loyee.«f). Teacher-aides comprised 33.9 percent of

*the total, but these positions are dependent on the annuat refiinding of

28 special state and federal prograis. ' e

: - .+*According to these statistics, it is clear that Chicanos are under-

- represented in both administrative and professional teaching staff positions
at schoal and district levels. ' :

Chicanos 3hould be représented in all positions at the school and district

~Jevels in proportion to the Chicano population. - :
A

Use of Ability Grouping .

L - The public Sschool system. through its use of ability grouping, has per-
| petuated a caste system in which children of low income status leave school
JOER prepared to enter the low income levels of their parents (Carter, 1970).

1 This type of grouping is a sorting mechanism in which the Chicano is
unfairly treated. Alylity grouping consists of either tracking or grouping,. -
Grouping involves the tempofary placement of children by ability or
interest in the classroom. Trackirig is the grouping of the entire schoot hy
interests, ability, and/or age. :

- Both grouping and tracking have been eruicized as being discriminatory

against the Chicano because middle-class oriented, English-speaking

. .

[y

r discouraged but not allowed without the approval of the district adminis-

«  Active community and parental involvement in decision-making regard- .
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standardized tests were used as a criteria for the placement of studenty
(Carter, 1970; Upited Statés Commission on Civil Rights, 1974). Asearlyas
1934, standardized tests were strongly criticized as Biased against the
_~,Chicano (Sanchez, 1934). Garcia (1972) contended that Chicanos scored

Tower than Euro-Americans on IQ-tests because the tests were composed
prMy of Euro-Ametican oriented items. Because tests, such as the
Stanford-Binet, measure aspects of the schogl cupriculuin that have been-
- designated as significant by school admmlstra/o..ri, these tests are not
considered rel&vant to the Chicano éxperience. Mercer (1972) studied
intelligerice test scores, adapfive behavior measures, and socio-cultural
variables of Chicanos, Blacks, and Euro-Americans with-IQ scores of 85

and below. She found that Euro-Americans scored within the lowest 3
" percent on the adaptive hehavior scale, while 60 percent of Chicanos and

9T percent of Blacks passed the adaptwe behavior test. She also found that

. Chicanos and Blacks, in this supposed low IQ range, could function wellin
society while Euro-Americans were npt able to. Mercer concluded that the

standardized 1Q tests werqcultural-ly ,Elased and favored the expetiences of
the middle class Euro-American. The more ‘Anglicized’ a non-Anglo child
is, the better he does on the IQ test” (p. 95). Because of inadequate testing
pand other variables, such as teacher bias, trakking systems usually assign -
the Chicano students to low ability groups (United States Commission on.
Civil Rights, 1974). One in three Chicano students was tracked into low
ability groups, whereas only one in seven Euro-American’students was
similarly assigned. In forming ability groups, schools and teachers should.
not use biased tests as criteria for placement. OtRer criteric should be
utilized, such as non-biased observationg n: biased testing, non- -biased
questionnaire§, and/or«interest.ix ories.

The Chicano student should not be tracked or gruuped if criter ia for
grouping ok tracking involves biased tests.

lnndequacy of the Staff Working With Chicano Students

" Districts throughout the Southwest havé reported the need for bilingual
-staff (United States Commission on Civil Rights, 1972). Lack of qualified
staff is one of the main constraints in presenting a quahty program for the §
Chicano student (Carter, 1973; Rodriguez, 1970).

For instance, parents have indicated a concern for quality teachers in

-

Chicano areas. A recent lawsuit by parents of students in the East Los
. Angeles schools cliimed that once teachers are experienced, they leave for

submban fweas (Laos Angeles Times, December 14, 1973). The parents
acoused the school distnct of using bnmo schools for training inexpen-
eheed ten#ers

Carter (1970) pointed out that teachers who' taught Chicano children

were weak in two areas: (1) the ability to utilize the science of teaching, and

(2) the understanding, of the importance of the Chicano calture in educa-
tion. In the area of teaching skills, lte contended that too many teachers
could not: (1) utilize modern techniques in the teaching of English to
non-English speaking children, (2) disgnose or teach students needing
remedlial work, (3) speak Spanish, or-(4) interpret results of standardized
tests.when tuken by minority children.

.
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** The most severe complaint regaiding staff working with the Chicano
student was the inability to relate linguistically and culturally to the stu-
dent. It is considered essential that the teachers of Chicano students have
the following competencies: (1) ability to implement positive Chicano
home-community-school relations, (2) proficiency in the language and/or
dialect of Chicanos, (3) sensitivity and ability to implement the Indo-
Hispanic Chicano culture in the classroom, and (4) instructional strategies Y
that meet the needs and interests of Chicano students. Furthermore, the
teacher should have a basic knowledge and understanding of the following; -
(1) educational theories and philosophies, (2) curriculum and instruction, _
(3) program implementation, (4) development of instructional materials,
_and (5) evaluation. . ' ‘
All staff, in the educational program offeret] to the Chicano student,
should relate linguistically and’ culturally in a positive manner to the
student. The teacher, being the most important element in the*teaching-
learning act, should be able to implement an educational program that is
linguistically and culturally relevant to the Chicano student. #

Irrelevancy of Training of the _S‘taﬂ' ‘Working With Chicano Students
Training, both pre-sizrvice and in-service can be described as totally

.

that college and university teachkr-training programs have not prepared
- teachery to teach Chicano children (United States Commission on Civil
Rights, 1974). This study indicated that teacher-training institutions in the
Southwest lacked the following: (1} Chicano faculty, (2) course require-

stressing the teaching of Chicano children, and (4) student teaching as-
signments in Chicano areas. The study also indicated that the few course
materials offered to teacher-candidates tended to be paternalistic.and
' negative. Tratning, both in school districts and in teacher-training institu-
tions, has been described as stressing: (1) the role of the teacher as one
maintaining the status quo, not one making changes; (2) thé elimination of °
the supposed negative self-image of Chicand children by means of inter-
v@ationist strategies; and (3) the Euro-American, Englishspeaking, :
middle-class culture (Macias, Weblb' Macips, de la Torre, and Vasquez, .
1975). Teacher training, both in-seVice and pre-service, should instruct ‘e
" the teacher and the support staff in the latest and best methods of working = =
with Chicano students. The training should. be offered from a positive
perspective on the Chicano language and/or dialect and culture. ¢
Staff training; pre-service and in-service, should be appropriate to meet-
ing the needs and intevests of the Chicano student.

Monolingual/Monocultural Education B )
The use of one language (English) and one culture (the Euro-American

middle-class) has heen the standard practice in public school systems.

Bilingual-bicultural education has been recommended by leading seholars

in the field of education of the Chicano child. Gaarder (1987) pointed out

that bilingual-bicultural educationy would: (1) contribute to better home-

school-community relationships, (2) conserve our nationa cultural re-'
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" sources, and (3) enhance the Chicano child’s self-image and career poten-
tial. Bilingual-bicultural education can imgrove the child’s cognitive skills _
in Spanish and English’ while ‘contributing to the concept of cultiral
pluralism in our society. The Chicano’s langtiagg and/or dialect and culture

" “should be part of the entire school program not just one segment of it. In

presenting the language and/or dialect and cultyre of the Chicano, the

learner and the local community should be surveyed to determine the type

of language and/or dialect and culture that the student and community .

utilize and relate to. For instance, Castilian Spanish of the Royal Spanish
Academy is not usually used by students in the barrio. Therefore, it would
be irrelevant to the Chicano’s educational setting. The curriculum writer
should determine whether the learner relates to the Chicano, Mexican, or
Euro-American culture. This cannot be done merely by speculation but
must instead be done by going out to the community and surveying it. If
the survey finds the learner utilizing a dialect, this should not be deter-
mined as inferiof by the curriculum writers but should be considered a
preferred and legitimate lingaistic pattern of the learner and the commun-
ity. Bilingual-bicultural education is- the use of both languages and/or
dialects in the educational setting. The ultimate objectiyes are that the
Chicano student should feel at ease in and function well in both cultures
,  and languages — tﬁa\of the Chicano and of the mainstream. = -
Bilingual-biculturah education should be provided for the-Ch'i.ﬁw
‘rather than the monolingual/monocyltural models now prevalent. .*

Conclusion

We have now come full circle. At the beginning of this paper, values
were presented as one of the most significant factors in curriculum de-
velopment. A screening of the values of society and institutions is neces-
‘sary. These values should be screened in order to determine whether they
are in conflict with-values of Chicano learners and of the Chicano com-
munity. If societal and institutional values are in conflict with values of the
" Chicuno community, they should be modified or discarded. The modified

.+ values should be in karmony with the values of Chicano learners and of the

Chicano community. - ,
~ The values presented in this paper were formulated to significantly affect
the education of the Chicano student. Recommendations were made for
altering, adapting, or elipinating certain societal and instfutional values.
This paper has emphasized that curriculum cannot be developed without
the acceptance of and the ability to utilize the values of the Chicano learner
and the community. Consideration of these values needs to be the priority
*'in the curriculum development process. 1f this is done, a positive solution
* to the education of the Chicano learner and the community will be insti-

tuted.
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| The Interaétivé Role Of Higher

« Transcultural Education Movement , ¢
| | . A
© -+ . Tomds A. Arciniega ]

Universities and colleges must undergo internal changes,
even as they interact with school districts in organizing
_ bilingual and crosscultural progra{ns in the* schools.

4. -

INVOLVIN G universities and colleges in the initiation and development . I
of the thrust toward pluralism is centrally important for a number, of _ .
reasons. Recognizing the direct link between higher education and the w B
social structure is am essential first step. in mounting successful strategies )
for change. But, even as we recognize that linkage, we also need to focus on -
.+ the institutional framework of universities and' the implications of’that
: structure for mountipg the proposed(yeforms. And fimplly, since the re-
- forms concerned with here are aimed at public school systems, it will be v
necessary to initiate change on two levels. Reform efforts will need to ‘
simultaheously address the organizational structure of the university in-
volved and the constraints perceived in the target school system. In my
. comments, I shall discuss the intéractive nature of these concerns as well as «
. their implications Yor what has tp change and why. .

. .- Macro-Functions of Higher Education

- Access to higher education is a crucial determinant of individuals in the \ a
United States. Universities today are prime socia) mechanisms for deter-
mining who will occupy the upper-middle and upper, rungs of society
(Karabel, 1972). As unpleasant as the thought may be for some, universities

. tust accbpt the fact that they have become primary dispensaries of
privilepe and status. This allocation of privilege and the implications it has
i palicy-making fs often 4ntentionally. overlooked and played down. At

'st, 1t is slighted in discussions of the role of higher education in society.
't must become, however, central to any discussion that purports to deal
with the reform of education in the United States.
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~ . Viewed rom a global perspective, the educational system (with higher
education at the apex) plays a three-dimensional role in the modern state:

(1) it prepares human resources needed by the economic structure, (2) it is
directly responsible for imparting national, social, and cultural ideals, and _ K

e (3} it promotés a generahfaedraceeptanwoﬁhe-legal—guvmnmmmm——",—;
* ture of society among the people. Preparation of high-level personnel to fill ;
key roles in the economic sub-system of the nationcis perhaps the most

obvious of the functions performed by schools and tmiwrmﬁgas socializ-

!

ing agencies. These functions develop means by which a natlpn insures a
common set of values and norms and the acceptance of its nati nal author- g
ity and decision-making structure. A nation has to assure this commonality * ]
in order to allocate and utilize national resources as the country progresses -
and develops. _ L ) oo
., @ merican universities have traditionally emphasized teaching and re- :
search which date back to the tiny nucleus of colbnial colleges modeled
after elitist European institutions. Higher education’s commitment to what
became labeled “the service to society dimension” originated in the 1600’s

with the rise of land-grant colleges dedicated-to community service and~
vocational greparation. Higher education institutions quickly recognized
. the importance of being responsive to the needs of the communities they
= * served, and in so doing, they deviated sharply from their European coun-
- terparts. Thus, from elitist beginnings, the United States university system
has evolved into the largest and most accessible system in the world ~
. (Karabel, 1972; Commager, 1966). g _ ' .
" The resultant rate of growth in' highet education has been phenomenal,
, From 1900 to 1970, the pércentage of youth, 18 to 21 years old, enrolled in
college increased from 4 to 40 percent (The Carnegie Commission on
« Higher Education, 1970). In California today, .almost 60 percent "of
" college-ag= youth are enrolled. Howeyer, this phenomenal rate of national -
. expansion in college studént enrollment has not been accompanied by
;o corresponding increases among Blacks, Chicanos, Puerto Ricans, and Na-
tive Americans. Since the macro-functions of education represent the
normative attitudfnal structures of society, efforts to press for reforms must
address, and be linked to, these conventional yet crucial structures, ‘b put
it |es\.‘pejorativcly, this implicit sorting function of education is part of the
- publi{/consen'gus regarding the role and responsibilities of public educa-
tional institutions. . :

Let us turq _attention now to the imparting of national, social, and
cultural ideals. In promoting pluralistic approgches and rejecting as-
similationist puradigms in education, it is important to recognize that what

v ool involved is o shift-in-emphasis-not-the assumption of an entirely new
national responsibility. In so doing, we can identify our normative allies
gne press for a generalized acceptance of statements like that of the
American Assoctation of Colleges for Teacher Education, entitled *“No One

.
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v : Model American: 4 Statement on Multicultural Education” (1973):’ { |
Multiculfyral education is education which values cultural pluralism. Mul- 1
ticultural education rejects the view that schools should seek to melt away - -

: cultural differences or the view that schools should merely tolerate cultural ‘ |
= pluralism—instead—mdticultural-edueation-affirms-that-schools-shotitd-he———————
oriented toward the cultural envichment of all children and youth through oo
- - programs rooted to the preservation and extension of culbtural alternatives. .
Multicultural education recognizes cultural diversity as a fact of life in
American society, and it affirms that this cultural diversity is a valuable
resotirce that should be preserved and extended. It affirms that major. -
edlicalton institutions should strive to preserve and enhance cultural
pluralism. C : .

g e .
. This approach makes sense. It is a less formidable task to work for thanto \
insist on completely radical changes.

 The Scholastic And Service Traditions In Higher Educafion

Historically, debates over the role -of higher education have usually

polarized nto two conceptual points of view. The first, McGrath has .
labefed the "scholastic” view (McGrath, 1966). According to this view, -
universities exist to educate that small elite wh8"will make the major
decisions for the greater society. The principal task of higher education,
then, is to cultivate the abilities of this elite: :

All civiliséd countries . . . [must] depend upon a thin clear stream of
excellence to provide new ideas, new techniques, -and the statesmenlike

treatment of complex social and political problems . . . The highly gifted °
student . . . needs to be treated as elite. (Ashby, 1971, pp. 101-102)

Regarding the focus of university curriculum, according to the scholastic ™
- view: The formation is accomplished through study of society. Fvo forms of
Aleamln& are required (for the elite) in this society. The form of organization
must be understood . . . And it is'also necessary (for this group) tu wquire
the knowledge and skills which the society requires for successful opera-
tion. . ’
- For traditional agrarian societies, proponents of,this view would limit .
education to that one percent of the populatioh who would manage the
affairs of state. In more modern societies, this view would allow for expan- -
-ston to include training in the professions of medicine, engineering, and
. the like. And finally, in the “post-modern” or industrialized stage. propo-
nents of this view point out/

This group was enlarged until, in our time, it embraces . . . about 3 percent
of the population. The.broadening has had cumulative consequences. The
need for selection méant that the privilege of higher education could no
longer be limited to a hereditary closs but had to be offered. at least as an
opportunity, to other classes {McGrath,« 1966, p. ix)

’

"

The expansion of higher education has been fustified hecause, in order to
select a small elite, it was necessary to begin with some 30 percent of the

oy
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population. This meant that university education had to be opened, to
middle-class students. v .

‘According td scholasticists, higher education has expanded sufficiently;
any further growth in enrollment will depreciate the value of a university

- degdree. In fact, many contend that any further expansion of higher educa— ——

tion to students from the working class constitutes a serious threat to the
qualitative standards of this society. '

In contrast, the “service to society” viewpoint insists that unjversities
exist primarily to serve society as a whole, Advocates of this view contend
that modern universities must become dynamic instrumentalists for
change. Universities are obligated to provide increased opportunities for
greater numbers of students, particularly minority students.

Although universities must continue to address traditional teaching anc
research needs, they must look upon the support uf higher education as a
social investment. In this sense, higher education needs. to become an
instrument for change, intervening to provide equity and social justice to

" those who, in large part, have been denied this right in the past.

-For the individual it {this wew)offers-opportun ity—tmnove-asfnrmteﬂéﬁ'tu-

ally as his abilities will take him; for the society it undertakes to supply any - —

type of trained individual required. .

[It) opens education to any who can reach it, and in the process of. ajupplymg' .
the diversity of education saciety may require, it affirms a great range of
¢hoices to the individual. (McGrath, 1966, p. ix) . - '

The expansion of highcr education along these lines needs to be closely -
linked to correspondir g shifts in the nation's work structure as well a .
keyed to social and service sector demands. N

. Although grossly. oversimplified, these are the basic positions usually
posed in “scholastic” versu. “service to society"-,zliscussions. These basic
conceptual differences, about the urpose and the role‘of higher education

in modein society, have importaut implications. They relate directly to
core issues involved in promoting reform in higher education. They also
indicate clearly that proposals for change can be linked to previous, con-
tinuing efforts to make institutions more responsive to minority needs, We*
can ally with an important, accepted tradition in higher education in our
efforts to promote multicultural approaches. )

In order to effect the changes necessary to organize viable programs for
the tr&ining of teachers and specialists in transcultural education, we mist
focus our efforts on two levels,  Universities and colleges must undergo
internal changes, even as they interact with- school districts in or; anizing
bilingual and crosscultural programs in the schools. I believe adamantly

that the successful mounting of. reforms on these simultaneous fronts —

constitutes the key to our “ability to deliver” on the promise of multicul-

-~ tural education in this country,
: ]
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The Response of Higher Education to Minority Students
Current approaches to the needs of minorities have evolved directly

~ from the traditions and functional responsijbilities described above. Recog-

nizing this and noting that institutions appear to follow certain patterns, it
appears useful to develop a classification scheme for |dentifying the ap-
proaches typically employed.

Two questions are basic to the identification of institutional approaches:
(1) How does the institution view the problems faced by minorities in the
univerdity or college? and (2) What is the instituti. nal response to the
minority student regarding its base programs, disciplines, and degrees?

The first question addresses the issue of whether the institution views
ethnic and cultural affiliation negatively, or whether the problems are
judged-to stem from factors that are not ethnically based. The second
question centers on-the nature of the institutional response: whether or not
the institutional response has any impact on the base programs and degree
fields of that university.

By combining these dimensions, a four-fold set of categones is obtained.
(See Figure 1.) Each approach involves a philosophical perspective about

“how best to meet the needs of minority students; each has different

\

-

programmatic implications.

Before elaborating on the approaches, one s‘hould recognize that
typologies tend to oversimplify reality. Perhaps it is more valid to see these
distinctions as continua along which institutional approaches can be lo-
cated. It should also be emphasized that, since institutfonal responses have
multiple/determinants, it is possible to have a mixed perspective, one that
on pasticular issues to meet the needs of minority students.
Despit¢ these limitations, the scheme is useful. It should be viewed,
howeyer, as an oversimplified attempt to identify institutional positions
vis-ivis minority students. Ultimately, the purpose of the typology is to .
stimulate serious discussion of conceptual altematives to the higher
e(yuc wtion of minority students

System W or the Sympathlzers Approach

"Institutions that subscribe to the System W view take a “sympathy”
approich to meeting the educational needs of ethnic minority students.
They are convinced that deprived homes, linguistic differences, cultural

alienation, and other factors have combined to lock these students into a

“deprived” condition which requires special educational approaches. They
are dedicated to the development of special programs consistent with tie
needs of the “unfortunate™ minority students. The development of special
programs geared to “their level” thus becomes the overarching goal of the
institution’s response. All of these special system programs are aimed at
accommodating to the defleiencies minority students may have.

Special ethnic studies courses and ditfgrees, “watered-down” curricuby/
and the employment of special ethnic instructors (with lower degree: and

\ oy
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_ : Figure | :
CLASSIFICATION OF HIGHER EDUCATION APPROACHES TO THE
EDUCATION OF MINORITIES ACCORDING TO INSTITUTIONAL

RESPONSES

AND VIEWS

Institutional Response to the Chicano as Regards
Base Programs, Disciplines, and Degrees -

Change(s) .

__No Chan,

_ System W or Sympathizers Approach

TT T R T =
I TR £y

t

"Student Deficiency Based

4

Faced by Minorities in = -

A E N, P g N

Institution takes a sympathetic view of
those “poor unfortunate minosities.” Is de- y
. dicated to making special efforts but is con-
vinced that the present condition of minor-
ity students is basically irreversible,
Goals: Development of specir! rograms
mﬂl\in the structure) geared to “their”

Means: Watered-down curricula which
takes into account their “deprived” state,
- Special ethnid studies degrees and courses
are considered excellent means. Hiring of
special ethnic instructors under less lﬁl:
gent requirements is appropriate. Less
den . @rading pmctices are usually

e

{

L—

— geld)

System X or Compensators A |

Institution takes a deficit perspective view |

of minority students. Insists that present

“high standards” must bé maintained and

that any special efforts’ directed at
medial,

_minotities be_strictly rem

Gools; The maintenance of the existing sys-
tem (as is) is the stated intent. Remedial |
programs to assist minorities overcome cul-
tural and language handicaps are i’tpro-
priate so long as they are designed to “bring
them up to standard.” - — 1
Means: Compensatory and remedial pro-
ﬁ:m app s which are ed to
olp minorities eradicate their cultural,
educatioual, and linguistic deficits. Al-
though upgrading of basic skill is a major
concern; the ™ good” Tenvedtal programs at- |
terpt also to inculcate in the mipority stu-
deut those essential middle olass majority
oultural values said to be critical for surviv-
ing in Americs.

-

~

Change(s) .

" No Changels),

system Y or Reformers Approu;h

System Z or Alternative System
Builders Approsch .

Institution views the present status of
minorities as primarily the result of a -
 mited ‘Opportunity structure in soviety.
Education determines, to,a large extent,
the ication structure of American so-
clety which is inequitable from the
ve of the minority student and
seeds to be reformed. '

Goals: The reform of higher education sys.
tems along pluralistic lines in order to
achieve equity for minorities in the general

society, ram innovations scross disoi- | objectt

ines and degrees which will increase:
(quantitatively and qualitatively) the per.
contage of minorities prepared at the
higher education level. . i
Meanas: The organization orlmtltutlons au-
thentically committed to oultural pluralism
in educational form and practice is the basio
concern, Program (nnovations must en.
deavor to: (1) provide basic competencies,
-pr (2)-promot :
awareness and ethnic pride in self for all
students, and (3) develop, in al] students
the analytical skills needed to assess the
existing structures of society in order to
Join actively in the search for improvement

The present-system of higher education is |.
considered belyon_d veform and basically
dysfunctional to the real needs of
mhinorities. Therefore, the creation of new
alternative institutions is the course of sc-
tion followed. '

Gouals: The organization of paralle] institu-
tior ; which are organized and controlled
by mingrities. These are designed to pre-
Fm minorities in unique and different

rom-the-main approaches. Institutional
ves often strive directly to pre
ethnic minority students to liberate their
brothers from the condition of internal col-
onilism, Equalization of power and wealth
among minorities and the majority culture
is the ultimate goal. n

Means: Development of inspftutional pro-
rams which will provide’ minority stu-
nts with basic expertife, training and
.commitment to actively engage in the

e-a-sell—1 struggle-toward-achieving the above stated | -

goals, Varlous nori-traditional training and | -
community currioular activities ar.-
often key wotivities.

and change.
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specialization requirements) are all acceptable practices, which are de-
signed to demonstrate the institution’s commitment to accommodate to the
“deprived” state of these minority peoples. Less stringent grading prac-
tices are usually condoned on the same basis.

The impact of these changes on base programs, digciplines, and degrees

Curviculum & Instruction:
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is usually minimal. The changes primarily involve establishing new

courses, opening new program aveas, And even organizing new department
structures apd degree fields. This approach is essentially an organizational
strategy that creates a parallel, optional track designed to meet the needs of
a small percentage of students with “cultural deficiencies.” These refdrms
appeac to have had only minimal impact on programs that existed prior to
the new adjustments. .

System X or the Compensators Approach

Fhe chief concern of institutions that take this approach is the mainte-
nance of their present “high standards.” Any special efforts must be reme-
dial, aimed at bringing the minority stud]nt up to the standard of the
clientele they have served in the pist. The institutional view of minority

-education needs is a deficit-perspective one. -
The goal of any System X program is simply to eliminate dehctts .md to

upgrade the minority studerts. Compensatory education programs help-
ing minority students reduce cultural, linguistic, and other deficits are
considered appropriate. Although upg,radmg, r‘basic skills is a major con-,
cern, programs should also strive to inculéate certain essential majority

reqarding base programs of the institution, Mlnorfty students who undergo
reanedial treatments are expected ultimately to meet the same criteria for
udmission; progression, and eventual graduation as do other students. The

~ burden of change is on the student. It is assumed that the institution does

not need to dmngc its (mgmng program to meet the needs of its minority
students.

An overriding concern of the university is to assist mingrity students to
learn and incorporate the middle-class values of the :}mmmtt group.

Compensatory remedial education programs become thd major vehiclesA

tor this purpose.

Systen' Y or the Reformers Approach

Institutional uppnmch Y assumes that the present status of minority
students has resulted primarily from a limited opportunity structure, that
education has influenced the stratificatjon structure of onr society, and that
this struciure has led to inequitable results in the distribution of status and
puower.

‘The Feforin of higher education atong phiralistic lines in ordeto achieve
equity is a professed goal. Program innovations "across the board” which
implement thatideal mustbe developed and supported. The improvement
of the etinic human resources of this comntry, qualitatively and quantita-

.cultural ideals and values. This approach assumes a. no-change posture |
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* tively, is a central concern. '
Ways and means need to be found to encourage the growth and influénce
of institutions committed to cultural pluralism in form and in practice.
- . Programs must endeavor not only to provide students the basic competen-

cies-needed-to-fimctiomeffectively in society but also to promote students
self-awareness>and ethnic pride. Finally, students will need to develop
analytical skills to assess existing inequities in order.to join actively in the -
search and push for positive changes. ' ’ '

System Z or the Alternative System Builders Approach ’

Those who adhere to this view consider the existing system of higher
. education as beyond meaningful reform. Universities are viewed as being
basically dysfunctional in terms of the feal needs of minority students. The
creation of alternative universities is therefore considered the only logical -
', strategy to-follow in meeting the educational needs of minority students.
The organization of arallel institutions, organized and controlled by
‘ _ . ' minorities, is the principal goal. These new institutions will need to pre- .
¥ pare minority students in unigue ways. The ohjective. of new institutions - ———
) : te provide minority students with the expertise necessary to liberate their
brothers and sisters from the condition of internal colonialism. Equaljza-
tion of power and wealth in the United States among ethnic minorities and
the majority cultutal groups is the ultimate aim. Non-traditional and:
community-based activities usually provide anchor points for the curricu- ot
lar programs of suck institutions. - :
, + The preceding four-category scheme provides a basis for studying in-
" stitutional approachesto the ne2ds of minority students. Although I have
no data to Support this statement, I would estimate that practically all -
, institutions fall into the first two categories. During the height of the Civil .
| Rights thrust in the late 60's, there was a dramatic rise in the number of .
: institutions with System W or Sympathizers approaches. In the 70's, we
have seen a significar rétreat of many of these to the second or System X
approach. It is interesting to speculate about the few institutions that , »
appear to be making significant progress toward the third type (System Yor '
Reformers approach), in spite of current adverse conditions., Of equal
interest is why those few alternative institutions (System Z) sprouted in the
places they did. ’ '
Speculation aside, 1/hope you ugrec that this  typology can be useful in
. assessing where we are. It provides a framework for pegging the various
- approaches currently/employed, and it can‘be useful in evaluating mean-
ingful progress and shifts ove: time. :
An important con¢lusion to draw from the preceding discussion # that
each of the approaghes may be appropriate at a particular point in the
development of any institution. They may represent successive stages in
the development of our institutions of higher education.
. My bius is toward the System Y or the Reformers approach. If pressed for

5
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T a model to aim for in ovgamzmg needed reforms, I would s Iect thisone as
~ the mdst appropriate. It provides a more humanistic alt rnative to the
approaches used on most campuses. This approach will be the most ap-
propriate for organizing authentically plyralistic programs to prepare
teachers and professional specialists for work in multicultural settings.
How best to initiate movement in that direction will, of course, depend on
a variety of facto.rs

The Problem of Change Imtnatlon of Hngher Education

Recognizing the premises inherent in our tnrget universities is only arr
initial step. How to go from “where we are” to vwvhere we want to be” is
never obvious or easy.

It.is also important to recognize tﬁat there wnll be |d|osyncr5t|c differ-
. ences among systems, which will forestall simplistic prescriptions for

change. What may be successful in one system may prove dysfunctional in

another. However, a rattonale for change and the specificatiop of key
interactive elements is poss:ble Ifind that Talcott Parsons’ general theory
of social change provides a good framework for analysis because it is
'non-prescnphve in Spproach and yet applicable and sensitive to the
nuances with which we .:e'concerned. Social systems, accmdmg to Par-
sons, tend to different* - ato four sub-systems with the following primary
functions: (1) pattert. . :sntenance and tension- management, (2) goal at-
tainment, (3) adaptations, and (4) integration. Each of these sub-systems is
responsible for carrying out those: specialized processes required by the
organization (Parsons and Sinelser, 1956; Parsons, 1958). .

Understanding the demands of a sacial system and how its sub-systems
interact in responding’to change is essential to the organization of systemat-
ically planned reforms. For example, the introduction of an innovation will
disturb the existing equilnbrium of a social system: This sets off a chain of
accom;nodatlons throughbut the four sub»systems ~ accommodations that
are essential in creating a new eqmlnbnum The eftectiveness of an innova-
tion can be judged not only by how it disestablishes the old ways of working

-but by how well it creates a new and functionally viable equilibrium. The
initiation of reform in any system, whether a univarsity or a school district,
always involves the creation of equilibrium problems. ‘This change can be
facilitated by anticimting the problems to be f1ced l)y the target systems
involved.

All social systems are characterized by institutionalized value systems.
For analytical purposes, we have categorized these systems as approaches’
W, X, Y, and Z. It is important to note that a system’s first functional
imperative it to maintain the integrity ofits institutionalized value system.

" This process of maintenance, or the resistive efforts of an organization

against pressures tochange, is what Parsons calls the “pattern-maintenance
function.”

Closely related to pattern maintemmce is the system'’s efforts to handle




oo
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. * motivational sources of change. Strains arise when the individual’s motiva-

t{:_ , E tions threaten the institutionalized values of the system. The process of

. stabilizing the integrity, of the system’s values against potential Sources of
change is called “tension management.” These resistiye activities are re- .
. sponsibilities of the pattern maintenance and tension. management sub- .
2 ‘system. Cy .

) A social system functions in relation to external systems. These processes

- of interaction define, the functional imperatives of the “goal attainment”

2 " and “adaptation” sub-sy-tems. The “goal attainment” activities are usually

% ; labeled the political functions of the system. It is the function of the goal
|
i
|

« “attainment mechanism to mobilize the resources of the system in pursuitof
« sic goals. And, most importantly, it becomes the functional responsi-
bility of this sub-system to «wrganize efforts to establish new goils and
.. whatever organizational patterns are needed for their accomylishiment.
The “adaptation” process involves the obvious need of all social systems to
control, as well-as-adjust to, the environment for purposes of goal attain-

] ment. Ideally, the system will be able to develop ways of regenerating
F
i
)

- itsell :

Lastly, a social system has totbe able to develop viable ways to keep its,
sub-system inter-relationships mutually supportive. This is not automatic
in human organizations. We know only too well that modern organizations
are characterized by interpersonal strains between levels, within units, as
well as between “our” organization and “others.” The “integration” sub-
system imperative, then, is to promote and maintain solidarity amon its
units. o ’

: All social systems (our target university included) can be described in
[ terms of these.four sub-systems’ functions: (1) patterri maintenance and
R , tension management, (2) goal attainment, (3) adaptation, and (4) integra- -
; tion. What is important is that, whatever the target system, it will have to .
‘ aajust to innovation. in predictable wuys. LY )
Organization of successful reform involves the effective resolution of a
series of “problems” of the systems (1) gaining a commitment to a new set of
values, (2) generating the resources necessary to attain the new goals, @)
N * producing conditions in the en\ ironment supportive of the new goals, and ¢
. (4) developing the type of inter-unit relationships that will be in karmony
with the new reforms. Applying this pattern to our basic concern, we can )
‘ conclude that all that is involved in_ instituting a multicultural program
N approach in our typical target university is: (1) the establishment of new
university goals, (2) the modilication of individual value systems of its _
professional staff, (3) the mobilization of all resources required to promote
the change, and (4) the establishment of the new inter-college and inter-
departmentat procedures necessary to support the reforms initiated. Al-
though the preceding sentence is somewhat “tongue-in-cheek, " it is also
accurate. It points up the difficulty of reform in this value-laden area.
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Tihe Second Direction For Change: The School Districts

Several studies have documented the crlhcally dysfunctional responses
of public education to the culturally different. The Mexican-American
Education Study (1970-1974) by the United States Commission on Civil
Rights and the Southwestern Schools Study project (A-ciniegaand Bris-
chetto, 1973) are probably the most comprehensive studies to date. These Y
and other studies indicate five principal problem areas faced by minorities
in our public schools:
. lnadcquute treatment and presentation of the historical, cultyral,
and economic contnhutmn‘s made by minorities to this counl“rys _

o - -developiment.
2. A pejorative view of the appropriateness, worth, and status of minor-
ity languages and dialects as bona fide media ()f instruction in class-
rooms.

3. Undc-r-reprewnt.ltu)n of mmontws in school dlstn(t stafting pat-

* terns, i.e., teachers, administrators, and counselors.

4. Lack of authentic involvemént of minority communities in_the
decision-making, structures of the school system.

5. Testing, connseling, and guidance programs based on a cultural-
deficit perspective of minority students’ needs. )

Since our principal concern in this paper is the role of higher education, it is

unnecessary to discuss these response patterns’in the public schools. The

' important point is that these-principal dysfunctions convert rather easily to

goals that can provide a clear focus for reform. Taking the case of Chidiino:
- for example, they can be stated as follows:

Goal 1: Adequate treatment in the curriculum of the hlsturlml cultural,
and economic contributions made by Mexican-Americans to
wociety in the United States. :

Goal 2: Recognition of the appropriateness, worth, and status of the
Spanish language as a bona fide mediuin of instruction‘in the
classroom., .

, Cioal 3: Adequate representatibn of Mexican-Americans in school dis-
trict staffing patterns (i.e. t(-a(hers. a(\llnimstmtors and coun-
selors),

Goal 4: Full and representative participation by the Mexican-American
commuypnity in the decision-making structures of the districts.

, Goal 5: Development of a testing, counseling, and guidance system .
based on a positive, rather than a cultural-deficit, perspective of
Mexican-American student needs.

These five gouls provide a clear statement of the proposed reforms of major

concern to transeultural educators. However, the social-system terrain at
the public school level is as complex as that for higher education.

School system efforts to develop alternative approaches to the probl ~

summarized can also be viewed as four categories of system r(-sme:u

7 - 8
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Styles Are Viewed Ghiefly As:

~

Causes OFf Mexican-American Life

INTERNAL

EXTERNAL

LN} "

Figure &

CLASSIFIGATION OF EDUCATIONAL APPROACHES ACCORDING
TO CAUSES AND CONSEQUENCES OF MEXICAN-

-
.

As; .

’ -AMERICAN BACKGROUND* i v
Consequences Of Mexican-American Group Membership And Life Style Are ViewedhChiefly

POSITIVE

’ NEGATIVE

T School Type A

Goals: Promotion, enhancement, glorifica-
tion of Mexican-American ciltural tradi-
tions,- folkways, norms, and social prac-
tives. - Cooe

Educ. Approach: Separatist strategies de-
signed 10 secure control of the education of
the Mexican-American. Only Mexican-
Americans can shape valid educationdl
programs for Mexican-Americans. Educa-
tional programs will emphasize the Spanish
language, cultural awareness, and the his-
torical tradition of the Mexican-American.

School Type 8

Goals: Elimination of the cultural deficien-
cies brought by the Mexican-American
student. Inculcation of middle-class values
of the majority culture is the principal aim
of education for all Mexican-Americans in
order to suceeed.

Educ. Approach: Compensatory education
programs designed to overcome cultural
deprivation. Cultural background is |
viewed as a handicap.

¢

School Type C -

| Goals: Assist the Mexican-American to
cope more effectively.

Educ. Approach: Educational programs
must concentrate on: (1) providing stu-
dents with the knowledge, skills, and polit-
ical awareness to adequately (2) promote
constant institutional changes designed to
improye the opportunity structure for
minorities in America. Biculturalism
should be promoted for all, not just for the
“culturally different.”

School Type D

Goals: Complete restructuring.of the edu-
cational system as it presently exists is the.
only real solution to the educational prob-
lems faced by the Mexican-American,

Educ. Avproach: Since the present educa-
tional structure is considered an integral |

part of the total societal system responsible

for the oppression of the Mexican-
American, takeover and control of the pre-
sent <ystem is a necessnry first step. Once
acc nplished, only then can the building
of school programs, designed to liberate
and free the people, truly take place.

* *From Tomas A Arcinisge and flobert A’ Brischetto, “Typology of Chicand Educational Progmm Approaches,” Inequalities
Relioatt

in Educational Oppwesunity and the Chicano, National Institute of

R I Project, 187)-present.

Since schoul programs are based upon® some assessment of need,. the
varlous approaches to the education of the Mexican-American can be
conceptualized along two basic continua. The fiist involves ‘the viewpoint
of the school toward the consequences of Mexican-American group mem-
bership and life style. As stated in Figure 2, the school can look positively or
negativély at the probable consequences of Chicano group membership on
student performance. Secondly, school approaches can be classified in
relation to views held by educators regarding the causes of Mexican-
American life styles; thus, in addition to viewing minority cultural life
either positively or negatively, public school educators may view the
causes of student performance as being primarily inlernal and external.

*
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The internal-factors ~viewpoint emphasizes factors indigenous to
minority-groyp life and cultire. Calture is viewed as persistent and self-
perpetunting with enltural patterns being transmitted from one generation
to the next (Arciniega and Brischetto, 1973). The external-factors view-
point emphasizes the social and economic circumstances imposed on
~ Mexican-Americans because of their group’s comparatively lower “status™
in United States society,

Minority-group members as a group occupy a subordinate class position
tls-a-vis the dominant group. Likewise, they are stigmatized by the larger
society because of certain ascribed characteristics, such as racial or ethnic
origin, and thus may be said in a broad sense to share a common caste
position. (Arciniega, 1976, p. 7)

By combining the external-internal continuum with the positive-negative
one, we obtain in Figure 2 a four-fold classificatian scheme-for analyzing
educational approaches to the education of the Mexican-American.

In the remainder of this papei a brief description is given of the four basic
edlucational approaches. The purpose of the typology and tae descriptions
of the various approaches'is to stimulate serious thotght and discussion. No
claim is made that this model provides the “last word” in programmatic
alternatives. Rather, the typology represents an oversimplified attempt to
delineate the various corabinations of p,c-rspectives( It should be obvious,

++t0g, that viable.alternatives might include an eclectic plan borrowjng from
the various apppoaches. * ' , :

School Type A Response

Contrary to current writings about “culturally disadvantaged™ minority
groups. proponents of this viewpoint conteffd that: (1) Mexican-Americans
have a superior culture, (2)'Mexican-American folk traditions, norms, and
history must bg énhanced sind promoted, and (3) only Mexican-Americans
cin teach their own effectively. Therefore, separatist strategies are pro-
posed and the setting up of dual systems to promote the cultural heritage of
la raza is advocated. The “sepurate but equal” doctrine is acceptable to the
proponents of this view if it carries assurances of Chicano control of
Chicano education. The “community” or“neighborhiood school” approach
is also nceeptuble if control is in the hands of Mexican-Americuns, Obvi-
ously, segregated schools wonld be encouraged by advocates of this ap-
proach. . B S

This romantic view'of the Mexican-Amertean has itg philosophical roots
in cultural-anthropologic, folklorist, and more recent cultural-nationalistic
writings. Writers of Mexican descen have pushed hard toward a positive .

*This section Is based lurgely on the tmining movogriph Ly the anthor entitled, Problems and
Issues in Preparing Teachers of Bleultural Clicane Youngsters. United States. Edueational
Resonrees Informadtion Center, FRIU Docuncent ED 123 021, 1978,

bl . .
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- view of Mexican-American group life. This is the major theme of the
Chicano m(ivetpent (Carranza, 1969). Various Chicano authors, writing in
this vein, have contrasted the “negative” aspects of the majority culturd

with the “positive” cultural values of the Chicano family and community
(Muritlo, 1970). . ¢

School Type B Response -

According to this perspective, the Mexican-Ainerican group aﬂiliagm
and resultant life style are viewed as having consistently negative affect} bn
the students” achievement in school. Mexican-Americans are viewed as

members of a distinct subcultural-group;-who, as a result of that affiliation, -

~ "deficient” or “culturally disadvantaged.”

are distinctly handicapped in school and in social mobility.” The easy
conclusion follows that, singe the foots of the problem are found primarily
within the group, Mexican-American students are viewed as “culturally
The task of the school, viewed from this perspective, is to eliminate
cultural deficiencies or to help students overcome their cultural handicaps
so that they may become “good Amiericans,” Inculcation of proper middle-
.. elass, majority-culture values becomes the overriding concern of public
education, Nowhere is the “pathology” or “cultural deficiency” more ap-
parent than in literature dealing with the Mexican-American family. The
supposed authoritarian structure of the family is said to stifle indepen-
dence. All aspects of Mexican-American family life are viewed negatively.

. The kind of socialization that Mexican American children -generally
receive at home is not conducive to the development of the capacities
needed for advancement in a-dynamic industrialized soclety. This type of
upbringing creates stumbling blocks' to Juture advancement by stressing.
calues that hinder mobility — -family ties, honor, masculinity, and living in

- the present — aid by neglecting the values that are conducive to it —

achiecement, ind_epgndence, and deferred gratification. (Heller, 1966, pp. ... ...

34.35)

The concept of “machismo™ appears time and again to justify conflicting
explunations of Mexican-American student behaviors (Montiel, 1970), All
of these comparisons (and I have highlighted only a few) are well sum-
murized in extensive “valye dichotomies” literature. Zintz (1963), Saun-
ders (1954), Madsen (1964), Edmonson (1968), and Ulibarri (1963) repre-
sent the view that the traditional valye system of the Mexican-American
has been the chief impediment to their academic achievement. This value -
system is supposedly oriented toward: (1) present rather than future
gratification,*(2) fatalism rather than disposition to charige, and (3) per-
sonalism rather than independence. Vaca (1970), in his excellent review of
the social sclence literature on the Mexican-American, calls this view the.
ctltural-determinism wpproach. Cultural-determinism, according to Vaca,
has replaced the earlier biological-determinism model., Thus, poor per-
formance on intelligence tests iand poor achievement in school no longer

8o
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" needs to be explained in the nnfashionuble terms of genetic inferlority but
+. rather. (sing a similar conceptual framework) in terms of cultural-
determinism

* Similarly, “culture of poverty writers have characterized the Mexican-
American in dichotomous terms relative to the Anglo culture (Casavantes,
1971). Although some of the works in this area cut across ethnic bound-
aries, the net effect remains as a dichotomy of two types of value o-ienta-
tions with the Mexican being characterized as “bad” and the Anglo as
“good.” Changes must be wrought in Mexican-American students in the
direction of the “good” valies ovientation. The dysfunctional eflects of
mmonty-group background can be overcome only by acculturation intothe
Angle or “good” life style.

-......_Compensatory education programs bccome important vehicles for ef-
fecting these requived changes in the students. The majority of federal,
public school programs are based on a compensatory model. Their staff ’

Y

-
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include most teachets of English-as-a-Second-Language and bilingual
education programs. The purpose of these programs is to use the child’s - ,
home language to get him awayiromit and into the ‘kighﬁjnnguaggmem P
. efficiently. -

School Type C Response

SThis view holds that Mexican-American life styles are hmctional adapt.l-
tions to pnmnrily external constraints. Mexican-American life patterns are
seen as “coping” responses to conditions imposed by majority domination. ‘
The focus is shifted from internal (cultural or biological) factors to external - '
factors. ' '

§

T
¢

- Cultyre, accorting to this approach, is dynamic and ndaptive It can be »
— functional ordysfunctional-relative-tothegoalsof the-greater soclety. Asa .
'" propon{nt of this position, 1 have ~pomted out that Mexican-American life g
styles can be viewed as functional ada ns to the oppdﬁ]umty structure
of the system and that they are direc tributable to minority status : |
(Arcinfega, 1971). Regardless of which mechanism is employed by
Mexican-American » to cope with a given situation, their lack of success can ]
be explained primarily by analyzihg the factors inherent in the larger
_ societal system. Thus, positive changes in the lurger society should be
et teflected in positive. changes in the adaptive structure of the minority
culture. Mexican-American culture Is viewed as inherently capable of
developing positive, aduptatiom to more favorgble u)ndiﬁons as they
evolve :
' Public education, under this approe- wh, must assist’ the Mexican-
American to tope more effectively. Fducational programs must concen-
trate on: (1) provuling students with basic intellectual knowledge, career
guidance, and training, along with the necessary social and conceptual
skills with respect to the Institutional structure of society; and (2) directly
promoting essential clmng(:s tn.'t'lle larger society/In order to improve

’ . ' . ~
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opportunities and provide for more equitahle participation by Mexican-

"~ "Americans in society.

Bicultural education programé, which give equal status to Anglo and
Mexican-American culture and language, provide ways of not only reach-
ing Mexican-American children, but of equally. benefiting Anglo children
involved. This approach, in addition to elevating Mexican-American cul-
ture contributions, promotes change designed to affect attitudinal, norma-
tive, and cognitive changes in the dominant culture. The basic require-
ment is that cultural differences need to be genuinely acepted. We need to
experience authentically the notion that to be culturally different is not to
be inferior. On the contrary, cultural differences should be considered a

valuable human resource. In this approach, education cannot be ethnocen-
tric. It must emphasize that the leamning of new behaviors is not inconsis-

_ tent with the maintenance of desired norms and life patterns found in the
, e pa

minority cuyt

The task of e .LﬂtON thus becomes primarily.to fashion® school environ-
ments that will enablé Mexican-American students to develop positive,

- self-images. In the process of acquiring the skilly and knowledge men- '-f
.. tioned above,.these students will be enabled, as individuals, totakeonand -

relinquish specific elements of ¢ulture in non-defensive'ways. They will be
encouraged, not obligated to preserve cuiltural patterns not only for their
own benefit but for the benefit of the total society. For as Aragon (1971)

states, only in contributing to both cultures is the goal of biculturalism truly

*

-

achieved; Mexican-American qnlture must be preserved if it is to make

needed contributions.

School Type B Response

This view nrgues that Mexican-American group membership and the
resultant life styles are negative regults of the internal colontalist conditions
impo»ed by the majority culture, Present Mexican-American cultural life
patterns are considered degenerated reflections of a once virile and strong
society that literally underwent subjugatxon

The only viable solution to the situation of the Mexican-Alnerican,

“according to this view, is complete restructiring, The goal is to do away

.

with what prese’ntly exists’and to build anew. Since present public educa-
tional systems are considered integral parts of the total societal structiire
responsible for the oppression of the Mexican-American, _the public school
system must be.taken over and controlled. Phis is seen as anecessary first
step before viable alternatives to tlw oppressed state of the ‘Mexican-

- American can be developed,

Because the power structure is viewed as l‘mvingglltorully “broken” the
cultural backbone of the Mexican-Americans, the hope is that once the

present structure fulls, anew society can be built. The new society would
- liberate the Mexican-American culturally s well as ceonomfically.,

Although mone of the prdponents of this view have dow»loped educa-

.
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tional programs in any great detail, most do shgre a reluctancg to settle for a

- formal type of educational system. Some alternatives to formal educational

institutions are advanced; thesc range from computer-individualized ledrn:
_ing approaches to complete tele-learning. The emphasis, however, is
~ primarily on what is undesirable in the present system rather th uper
presentation of concrete alternatives.

Moor# (1970) and Blauner (1969) perhaps best exemplrfv tlw Joint of '
view. Blauner first applied the "colonizer” and “colonized” scheme to a
study of the Black; Moore applied this colonial scheme to the case of the
Mexican-American. The social-oppression process, common te both Blacks

¢

and ‘Chicanos, consists of four phases: (1) colonizer forces his way in; (2)

colonizer constrains, transforms, and destroys mdigenous values and way
of life; (3) colonizer manages and manipulates the colonized; and (4) the

majority group_enforces power in a “racist” fashion. And, as Brischetto... ... .

‘;:.\ = )
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~ (1971) has noted, contemporary social disturbances and urban disorders
are responses to this colonization process. ‘

" The Problem of Change Initiation at the School System Level
As with the umversity reforms noted pr eviously, recogmtnon of the value

the utility of ths ' Parsonian model in mmlyzing problems resulting from
change, Certainly the organization of significant reforms'in any combina-
tion will inject stress into the public school system involved. Here, too, the
initiation of serious reform will set off the change process as nated earlier.

The first step involves activities nec('lcd for generatipg a commitment to a
new set of values. Second, the system will have to mphilize the resources
required to implement the proposed reform’ Third, the school system will
need to work on the environmental conditions to imsyre external support

for the new goals and for reform. Finally; the schoot systenvtms todevelop

smooth ‘werking relationships among its various ugits involved in ac-

‘complishing the reforms: in shoit, the effective integration of various

aspects of the system in full support of the changes.* -
Concluding Comments and Implications

The problems associated with the initiation of pluralistic approaches in

education’ have far-reaching implications, The analyses of organizational
structures, at both the university and public school levels, pointed out the
complexities ns well as the similarities involved. What may not have been
obvipus is the close linkage inherent in effecting such reforms.
Successful innovations and reforms in public school systems almost
invariably are the result of collaborative involvements among school dis-
tricts, an outside resource agency (usually a university or other educational

*A more extensive diseussion of the Parsondse application to the school level was nat Yrm ided
for the suke of brevity and beamse the central focus of this paper is higher education.
Certalnly the sehool- lcml analysis ts equally as important und comploex.
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agencies), and relevant community groups. (Teacher organizations are  *
. ‘heginning to make their presence felt and certainly will need to be more
L. - directly involved in the futuie as a distinet and equal partner.)
X Reform efforts in education usually require close linkages between the
b target schools and a university. The university has a critical role to play in
the multicultural or crosscultural education movement. Universities are
Jl:;' ‘ - prime resource agencies in the organization and planning of projected
0 . raforms. As recognized specialists in the preparation of key. professional
G personnel, they are obvious sources of technical assistance.
SO This brings us to the problem of “mesh” between levels. At present, the
. value premises-of-both-systems—are—not-openly-necepting-of-thecurrent
. _thrust toward pluralism. Therefote, chunge-reform efforts are required at
- - both levels in a manner that will not only be viable for each but mutually
- supportiverThis critwnl»mtervrelntmnshlrrﬂrwmcsh—ﬂs -whatikes the ™~ .o
problem of initiating change so complex in the area of multicultural educa-
tion. To what extent is it going to be neceseary to change the higher
education  institution before launching propused reforms at the district” _
. . level? Is it possible to rely on changing only certain units of the university '
o - and-go-from-thereto-organtzation of change at the school tevel? Cana ~ ¢
] o district select only certain educators and certain resources from the univer- |
: sity level and thus bypass the seemingly insurmountable task of changmg '
the entire higher education system? What combination of approaches '
- makes for the best strategy? For example, is it always best to have a mesh of
E higher education System Y with public school System C? Can a hi;,he
o ) education System X serve useful supporting functions? - v »
- _ As I noted earlier, there is no definitive answer, in a prescriptive sense,
} tg any of these crucial guestions. Obviously. the appropriateness of any. o
___.answer, aml the result 2t strategy. .\v.ill.uq_wub.tha.\uuque-eﬂn;h}iom R —
inherent in a-given . ation. 1 do hope, however, that the frameworks S
presented will provide useful, although admittedly over-simplified, con, .~ * 3
- ceptuil tools for the planning and initiation of educational reforms that cun
move our .chools toward inore effective enlturally-pluralistic appr (mchvs
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implement a transcultural education.

ST

THE GOALS of transcultural education should be the formation of a
healthy mf@mmmmmmw—
within the extended community, ;.

These realistic goals have two critical points of vulnerability. The first is
phi:osuhic. Vulnerability is vested in the integrity of decisions generated
from a philosophic bage that determines the learnings, behaviors, and
materials that constitute the curriculum for a transcultural program. The
validity of these components or sub-objectives, which eomprise the pro~
o gram and provides the ediicational launchmg pad from which the learn
e —achievement-oF-transcultural-edueation is made possible; rests.on the same -

B e s il RS a
. . -
’

philosophic-base—
The second critical point of 'vulnerability is of a scientific nature. It is

vested in the translation of ‘what is currently known about all human

learning into daily teacher-learner decisions and actions. Actions have the

, power to increase the probability of successful achievement of any educa-

; tional goal, regardless of its philosophic genesis.

b~ Consequently; the most laudatory philosophic goals are futile if they are -

| ‘not uchieved; and the most psychologically satisfying achievement is futile -

? if the goal is not worthy of the effort. Both points of vulnerability must be

a considered so the assailability of educational decisions can be minimized.

? | All materials that'profess to contribute to a transcultural program must

“be scrutinized to sew that they incorporate the philosophicat and psycholog-

ical thinking of the times rather than wishful thinking. :

Three Areas Of Professional Competence

This paper will focus on the identification of those professional com-
petencies that must be devefloped by the teacher if he/she is to contribute
to the achievement of the goals of a transcultural program. Although

Lo~
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knowledge of a culture is a necessary ingredient of such professional

competence, it is far from sufficient to ensure successful learning. The

. . notion that the teacher must be of the culture of the learner has been

discarded. There are stockpiles of evidence that being of a culture and
knowing how to teach membe s of that culture are not the same.

Professional education is b sed on the assumption ‘that teaching is a

learned skill combining art and science; people are not “born teachers.”

h\ Clearly, learning in any area may come more easily to some than to others.

. Nonetheless, the complex skills of successful teaching are attdinable by

most individuals willing to expend the time ad effort necessary to acquire,
them. :

S ___j_n__tmnssmltmaLeducaﬁoanhis_papcn-on»-~professional-prepam't-imr*wiﬂ

Preceding papers have focused an the philosophic problem of identify-
ing goals and objectives that provide the foundation for curricular decisions

focus on three areas. The first area will include decisions and: resultant
behaviors of teachers and students in relation to their consonance with
accepted psychological princjples. These principles are ones that research
~has indicated will significantly increase the probability of achievement of

derivation, and regardlets of whether cognitive, affective, psychomotor, or
action-pattern learnings \are being sought). : ’
The second area-will focus dn the adaptations of psychological principles
necessary to accommodate the individuality of any learner regardless of
culture. . . : ‘
Finally, this paper will deal with the culture that s differbnt from that of
the teacher. This will help the teacher make valid inferenges. .
Educational materials must conform to research-based principles of
learning and valid interpretations of culture. Criteria for determining the
consonance of materials with psychological and cultural data will not be
discussed in this paper. It is important to emphasize, however, that mate-
rials can never completely satisfy each learner. Those sensitive mudifica-
tions can be accomplished only at the point of learner-materfal interaction
with decisions inade by a discerning professional present, '
To provide the teaching “assist,” which is essential to the achievement of
a ‘transcultural education regordless of the materials being used, the
4eacher must have acquired the professional competence to deliberately
incorporate into the teaching-learner interaction the following three areas
of professional competence. : .
k7 Basic Knowledge of the Science of Teaching _
The teacher must Incorporate into all planning and teaching interac-
tions principles of learning that refs:e':mcl\ has demonstrated will in-
crease the probability of successful aclievement of any learning out-
come. (Examples of those principles are “active participatjon by the
learner” or “mass practice at the initial stage of learning")
IL. Adaptations to Accommodate the Individual

’ 96
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The teacher must design accommodations that tailor psychological
N principles to the particular needs of an individual learner. (Examples
of questions to be answered are: “Should participation be overt or
covert?” or “How much massing or redundancy must be built into a

. practice session for this learner?”) - . )

III. Cultural Knowledge _ i
The teacher must make corrections in anticipation and inference
which are essential to the behavior of the learner when tl.- culture of
the teacher and the learner are not the same. (Examples of cultural
‘uestions are: “Is it more typical in'the learner’s culture to participate
by watching or by doing?” or “What: will' make participation and
practice dignified, meaningful, and satisfying to learners of a particu-

o lar culture?™) '

both focus on the bettérment of humankind. Citing a medical analogy may
clarify the differences among these three areas of professfonal competence.

. The doctor applies basic knowledge from anatomy and physiology to
.« promote health for all patients. o

Applying professional judgment to make adaptations needed, the doctor
adjusts the treatment, prescription, or dosage on the basis of the individual
needs of a patient. ‘ '

Applying the knowledge of the culture of a patient, the doctgr anticipates
and interprets reactions, such as differential response to pain, predilection
tor seeking medical vs. other sources of health advice, and the acceptability
of certain freatments, : -’

. The priority in which these three competencies are listed is essential, for
each professional competency is subsumed by the preceding one. ‘One

all learners is not understood. (The doctor cannot prescribe treatment for

one patient if the anatomy and physiology of all humans are not under- .

stood.) In like manner, it is not possible *o correctly interpret learners'

. ’ enltural differences if individual differences within a culture camnot be
accommodated. (Ifthe doctor does not tuke ivito account the pain threshold

- of individuals within a culture, he/she will not be able to anticipate and
accommodate the cultural mores for reaction to pain.) As we deal with

. variance within a culture might be greater than the variation between
cultures. This situation has been found to be characteristic of many other
himan variations. '

Identifying Professional Behaviors That Constitute Cgmpetency In
These Three Areas :

The three areas of professional competence identified indicate arcas of

focus for professional education. Each arca must now be spelled ont in

terms of decisions and action patterns, which beecome the practice of an
education professional,

ERI
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. ____Medicine is probably the profession most-similar- to-educationbecause ™

cannot correctly accommaodate for an individual learner if the-invarianccof ~ - =

cultural differences, we should always he aware of the possibility that the = .. .0
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A professional development program for transcultural education must

have as its primary focus the development of specific competencies in the

:cience of teaching. The art of teaching is based on the adaptation of that .

science to a learner’s individual needs. Those primary competencies con-

stitute the foundation on which professional performance is based. Added

o, but not in lie of, this foundation are the cultural competencies needed

when working with learners whose culture is different from the teacher’s. '
Each of the three areas will be discussed separately to identify the

professional behaviors that constitute competency in that area. It must be

' - keptinmind, however, that decisions and actions from all three areas are in

—aconstant state of dynamic interaction; not one area remains paramount. It = " ]
is the orchestration of professional knowledge (in the three areas), with the '
constunt stream of data that emerges curing thie process of instantaneous
“onyour feet” classroom decisions that creates “the symphony of teaching.” =~~~ ]

The first level of importance (not listed in the order in which these
competencies must be acquired) include the, following professional be- )
haviors. .

The teacher works from a task analysis of the intended objective (cogni- 7
tive, affective, psychomotor, oraction pattern) in order to individualize °
instruction for-learners. In this way;, the current learning objective can be
identified at the appropriate level of difficulty for each learner. :

. In planning and teaching, the teacher makes decisions to ensure that
effort is directed to the achievement of the intended objective rather than
being dissipated by irrelevant or inconsequential matters. (This does not
imply rigidity but rather rigor and economy in the expenditur' ~ftime and
energy. These two commodities are the “coins” of teaching; they are what
the teacher and learner consume to “buy” learning.) : . '

— +—"-— - - In order to focus on the appropriate level of difficulty so that gupil ..~ -~~~

- achievement of the objective is highlv probable, the teacher must con-
stantly monitor and adjust the focus for maximum return for the teaching

v and/or learnin:; of time and effort. '

Throughout all teacher and/or learner decisions and actions, the teacher
must consciously apply those principles known to exert influence on stu-
dents” motivation to learn, the rate and degree of their learning, and the
retention and transfer of that learning to new situations. In this paper, we

..gap merely list the principles that should become the content of teacher ..
e(,ucutiun in the application of psychology. : "

L}

1. Factors affecting motivation to learn
a. Concern ‘
b. Feeling tone \
¢. Probable success (relation of level of difficulty to readiness)
d. Interest '
e. Knowledge of results .
f.  Extrinsic — intrinsic ‘
2. Factors affecting rate and degreg of learning (Listed alphahetically,

1
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not in order of importance) . C
a. Active Participation N

. " 1) Overt

' 2) Covert

b. Anticipatory set
c. Degree of guidance
d. Hemispheric input : '
e.’ Knowledgeé of results (specific and precise)
f. Level of aspiration

2 '
o *

<!

o

g Meaning | ,
o -——h._Modeling - . . & L - 7
i. Motivation ' - _ S

~

"j. Positive and negative transfer . _ ‘
--k. - Practice.(amount of material and time) - R
“schedule (massed or distributed), feedback, over-learning ‘ '

l,” Reinforcement (positive, negdtive, extinction, schedule)
m. Sequence, length and.relationship . }
n. Vividness ' ' s
3. Factors that affect retention N -
a. . Degree of original leaining ‘

b. ,Feeling tone

¢. Practice schedule h ' & AN
d. Meaning . » . .
e. Transfer - “ . , R

4. Factors that affect transfer J
' a. Similarity T -
b. Association %
—._.¢. _Degree of learning .~ _
d. Critical attributes . ,
The fifth professional competency is a remedial one. It exists to safeguard
the previous four as the teacher maintains constant vigilance to minimize or
eliminate any violation of the four professional competencies. Thus, any
deterrent toa student’s successful aclievement is removed or ameliorated.
These five competencies constitute thescience of teaching and are
invariant to the success of all learners and the achievement of all goals. In
transcultural education, any professional development program designed
to achieve excellence in teaching should model its decisions and perfor-
mance on these five professional competencies. As a result, the curricullum -~
of teacher. preparation for a transcyltural education program must result y
from’a task analysis of the goals of that program. Those goals should !
augment.,not replace, the professional competence necessary for success- |
ful teaching in any program. ' . / o
The teacher’s adjustment to the' needs of individual learners constitutes =~ | P
the second area of professional competence. In applying the principles, the
teacher must adjust to the idiosyncratic dimensicns of any learner. In the

:
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. “custom tailoring” that reflects the teacher's knowledge of an individual

Mn(‘(rremons can be built into the teacher's assumptions or inferences. This

s
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previous example: “mass practice at initial stages of learning,” the teacher
must estimate and then carefully monitor the amount of practice needed by

hY
D

different studénts in order to learn. One student might be given two - o
i opportunities to apply a new concept because that's all'the practice he/she

needs.. Another student might need f()ur consecutive pmctlce ()p))or- '

tumhes .

To cite another example, an important principle of learmng,ls that a

behavnor becomes more probable or stranger wheén it is immediately
reinforced. What constitutes a positive reinforcer for one student, how-
ever, may not be a positive reinforcer for another. Consequently, ateacher
-must apply the generalizations from a reinforcement theory with- the "
student. To one learner the teacher might say, “You ought to be proud of
yourself. That is a great job!” To another, “You just never get canght, do
you?” To a third, “Remember when that used to he hard for you and now
it's easy?” The teacher’s responses .are neither random nor the result
of momentary feelings; they reflect a considered professional decision.

The science of instruction involves the useqf the principlet of learning in
the teaching-learning process. The art ofﬁing involves use that reflects y
sensitivity to the learner, the setting, add the prevailing circumstances. .

The first two-areas of professional competence (application of thé science
of learning ;}nd adaptation of scientific principles to accommedate the
needs of the individual) copstitute the hallmark ofa successful professional - g
in education.. In transcultural education, however, a third dimension of
competence is essential. That dimension evolves from knowledge of the
student’s culture when it is different fromn that of the teacher. Thus,

type of cultural awareness is very different from knowledge of a culture as
curriculum content or knowledge.of a culture to value that calture, both of

which are extremely important. Building cultural corrections into teaching .
decisions, based on inferences and predictions, is a pedagogicil necesslty ‘
when the cultures of the teacher and the learner differ. This cultural “w
corpection will give a.pedagogical assist when assumptions and-inferences
are involved in teaching thosa students mathematics, physical education,
socigl studjes, and English. Knowledge of a culture will give a curricular
assist which promates the validity of what is being taugh#about that culture
or the preparation of materials that deal with that culture. Both pedagogical
and curricular validity must be reflected in any materials, goals, or ubjcc-
tives that are part of a transcultural program. !

Knowlcdgv of a cilture gives pedagogical integrity t() the teaching
process. It is knowledge used to anticipate students” hehavior and to
predict the (ult)nallv -hased inferences those students will make-about the
behavior. of others. Knowledge af' a culture that is predictiou-vielding will
also build correction into the teacher’s culturally-based, and therefore,
biased interpretations of a‘students behavior as well as the instructional

L
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and attitu dmal inferences generated by that interpretation, P()sslhl]ltl(.‘h for
interpretive errors exist whenever the teacher’s set of values, folkways, and ,
mores differ from those of the student. This is true whether those differ-
ences are socio¥ronomic, regional, subcultufal, or cultural. The adjust-
ment required, moreover, extends on a continuum from the' minimal
adjustment required for members of the same family to the sometimes

maximal adjustment required by the major cultural differences that exist

“within the family of humapkind. ‘. N

To acknowledge that the difference between a Chicano student and a
middle-class Anglo teacher or a poor Anglo student and a middle-class
Anglo teacher is a difference of degree xather than a dnﬂ’erence in kind is to
make it possnble to build eultural correction into the teacher’s educational
interpretations, inferences, assumptions, and predictions for all students.

The writer recognizes that many believe thatculture reflects diiferences
in kind rather than degree. This bellef leads teacherq to assume that a
student from a different cultyre is different in every way. It causes teachers
.to make stercetypic interpretations of the behavior of those students and to.
ignore the significant variation within their culture. To assume that all
Cthdl]O s behavior reflects the same values and beliefs is as great an error
as*to assume that children from poor and affluent Anglo fimilies can be
interpr eted from the same orientation, or that children from a professor’s
and an unskilled labofr’s family reflect identical values and beliefs because
they belong to the same culture. . '

Transfer of Jearning (from past knowlvdg.,e and experience) oceurs
whenever a teacher makes inferences about the behavior of students. The
similarity in behavior between a current student and someonte the teacher
has known in the pagt tr: ansfers feelings and knowledge from the pastto the
current situation: For example, in typical Angloculture, it is assumed that
the child who looks you in the eye'when he/she is talking is comfortable, |
sincerg, and confident. The child who does nat is described as “shifty-
eyed” The inference is made that he/she is uwiicomfortable or insincere.

Even though these assumptions or inferences may “not be correct, they are
transferred from past experiences into mtvrpl ctiations of an An;.,lo studemnt’s

cuirent behavior. Unfortungtely, these assumptions transfer with equally
high probability into the inferences made by @ Anglo teacher about
students h()m other cultures. In certain cultural modes, not ineeting the
teacher's eves is interpreted as politeness and respect for the adult. Such
inferential.errors can only be vhmmatvd when a teacher has the corvect
cultural information.

Similarly, inappropriate transfer of past learning cah ocene when the
Anglo teacher wishes to talk about roufine matters to parents of a Chicano
child and telephones the child’s mother, Twould say in Anglo culture. the
father is contacted only when the l)lt)l)lvm is unusually severe, In Chicano
cnlture. however, the teacher should make contact with the father, or, it he

" is not available, a grandmother. 1n the same way, the Chicafio teacher may
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. ]
. _ 'mappropnately transfer past learning when hé/she telephones the father, of
: an Anglo student about a routine matter. To compound the complcxlty of .
this type of cultural inference, the teacher must also make assumptions
' about the degree to which either an Anglo or Chicano famlly has changed
due to enculturation.
Correcting cultural biases is essential for professional competency in
. transcultural education. Inferences, judgments about things that cannot be
' - percelved or measured directly, form an important Basis for professional -
_ decisions und actions. The more knowledge and experience the profes-
. sional acquires, the higher the probability that an inference will be made -
correctly.
The perception of s1mllarlty between a present situation and one in the
. - past enables the professional t¢ make operational assumptions in the
. present even when facts are not known. For example having seen some-
. " onéin the past blush when embarrassed leads the teacher fo infer thatthe | .
. . student who is currently blushing needs support and reassurance. As ]
teachers gain knowledge and experience, they develop alternative riotions oo
about a person whe is red-faced; the student could be hot, angty, or
. sunburned. Increased knowledge and experience enable a teacher to seek,
identify, 'and use sng.,mﬁcant clueq or prior events to make correct mfer-
ences. | - . :
/. .Most of the important data about a student are inferred; self-concept, '
feelmgs about school or particular subjects, intentions, interests, and ¥
attitudes are all based on the similafity of that student’s behavior to .
iindividuals in. the past whom the teacher knew or learned about. These .
‘o . inferences reduce the-time it takes a teacher to know a student and to make
educational decisions appropriate to him/her. (The writer has discovered \
the increased time required to know, students from a different culture well R
“enough to make appropriate plans and teaching decisions.) Learning can be T
accelerated as long as the teacher's breadth of knowledge and experience ,
_promotes valid infererices. Even then, those inferences must always re-
main estimates of probability, never perceived as certainties. They mustbe ¥ ;
subject to constant ser.tiny, agwell as monitoring for additional data that
would corroborate, revise, or reject the inference.
A teacher’s ability to make sound inferences, however, breaks down . <)
when the transfer of past knowledgeé and experience intopresent situations
leads to invalid results, such aswhen the student is from a culture markedly
different from tlmt of the teacher. “Culture shock” is the phenomenon of
figding that one’s assumptions and inferences are no longer valid because "
one s dealing with a culture where the same situation and benaviors no '
. " longer justify the same inferences.
It is important to note, however, that the native to that culture wnll not
automatically make correct inferences. Those inferences must be trans-
lated into the science of teaching and.the accommodation to the individual,
. both basic to the promotion of learning.
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- Consequently, the teacher of transayltural education must develop, cul-
~4 : tural competency in addition to,’not in lieu of, the competenties listed for
' . all teachers. This ifivolves the teachers acquisition of knowledge and
. exparience of the stud®nts’ cultyre. With that knowledge, the teacher may
more correctly interpret and anticipate the behavior of students from that &%
* culture and thereby make more effective professional decisions.
. In most teacher prcparahon programs, the professional decision- making
‘ h . potential of a teacher’s knowing about a culture has not been realized orr
' \' . made explicit. Teachers have “learned about” their students in the hope
that osmosis would make them more empathic and effective. How to make «
professnonal use of cultural information'was never clarified. This emphas:s -
is not intended to'minimize the valie of a teacher’s knowledge ‘ofacultuge -+
in promoting respect for that culture. : M
Critically needed for professional education, however, is the contrastive *
S -analysns between cultures that has been done by linguistics betwgen lan-
N\ - "-guages. In that way, the areas of similarity and difference between cultures .
+* would be-elearly speelﬁed This would enhance professional learning by
£encouraging ?gltwe transfer of teachers’ previous learning when appro- .
prigte to_cultfiral similarities: Conyersely, it would minimize neg?tlve
transfer where similarities would ehcnt mappropmate application of previ-
ous l€arning, .
Professuon\] compete;ncnes related to the scientific use of principles. of
learmng anid the adaptation of those principles to the individuality of each
Tearner have already been identified by teacher educators toa functiongl -
‘degree. Much, however, still remains to be done to artnculate and transmlt '
this to the practicing professionala . .
K " +The teacher wprking with different cultures often articulates assump- : .
' tions, inferences, and predictions which remain romantnc:zed amorp%wus,
and filled with stereotypical errors. Hopefully, the focus of this paper on
the necessity of cultural literacy to professional competence in transculs .
-~ tural education will stimulate further consnderatnon and development of ‘
- this area.

.- " Accountability

. Auountablhty has become the current key word in education. The
. accountability, however, of any*professional resides in the consonance of
. » Jecisions and actions with the current knowledge in the ficld. Accountabil- !

ity fér successful transcultural education mandates the teacher to achieve
* competency in these thige professional decision- makmg areas:

1. The science and art of the profession of teaching. i -

2. Adaptation of that science and art to each individual learner,

3. Assumptions and inferences made on the basis of the mdmdmﬂ s .

cultire. ¢ ‘ '

Thesg three areds of professional competence. are essential to the ,
achievement of the g goals of transcultural education. Equal opportunity for e
learners does not mean identical treatment. Equal opportunity refers to . .
the degree .md quality of effort hy teuchels and institutions to uximize -
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- achievgments that contribute to the tearner’s self-concept. Respect for the
. - rights apd dignity of others, and productive comtributions to his/her own
~ community a$ well as to the extended community of the world .are other
concommitants of equal opportunity: " ‘
Accountability, then, whether it be for the educatlon of teachers orofthe . .
i / "younger leatners in those teachers’ classrooms, must offer quality profes- _
’ sional service to the recipients. This service increases the probability of LT
. successful achievement; such professional service is sub‘yect to instructional
scontrol. Those who deliver instructional service showever, cannot-be held ..
_acpountable for a predetermined level of achievement of any one learner.
There are too many idiosyncratic or environmental fictors that are not
) ) subject to instructional control. Regardless of these factors, however, the
beétter the quality of the “assist* by t.eachmg, the greater the achievement
, of any learner, in spxte of |dlosyncratuc or environmental drawbacks. This o
principle, of course, is what makes teaching a profession. The hallmar'k ofa -
successful teacher is the making of the decisions based on previpus know}- . :
efige and the ability to synthesize that knowledge ‘with data about the =~ '
learner to adjust instructions to his/her needs.

oo Summary

4

i

his paper has identified three areas of professional competence that

should constitute the pedagogical curriculum for staff developmeat in e
transcultural education. .

1. Teaching decisions and behaviors, which are gonsonant with
- psychological principles, will sngmf icantly. i increase the pmbabxllty of any
learning.

2. Modifications of those principles are necessary to : .1ccommodate the
.individuality of each learner. .

w/ 3. Knowledge of the students’ culture enables the teacher to build «
" corrections’ into assumptions, inferences, and predictions in relation to. c L
' ‘ each student. | o & '
The first two competencies are common to all teaching. They comprise -
. “the basis for the third competency, which is needed when teacher and ’

- sindent come from different cultures. -
While all three competencies comprise the science of successful teaching
* in transcultural education, the way in which the individual teacher com-
bines these competencies (in educational design and daily interaction with
students) comprises the aft of teaching. To date, we know a great deal about .

.o the science of education, but we know little about "yw'to develop in
teachers the sensitivity and creativity we hope will become the “educa-
tional right” bf'every student. _

" Neither the “art” nor the “science” of education can stand alone; both are
needed. If we stress them in the professional education of teachers,
thereby equipping them with"the skills of effective teaching, experience : \
would seem to’indicate that froni such a foundation nost teachers will
develop the sensitivity and creativity of the educational artist. iy

. L. T G o L _ y
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+-Each child has within. him a-vast potential for growthand *
the development of unique human capacities; itisthe = '
“common. obligation of.the schools to provide the climate, -
the experiences, -and the human models that will nurture -
these ‘cognitive, affective, and physical capacities.” E

.THE 'NEED FOR trained bilingual teachers, capable of efféctively-

. teaching/in both the child’s domigant language and English, is well estab-
lished. In a recent report to Conggess, the Comptroller General of the

United States (1976) found that the following factors adversely affect the

_ academic achievement of limited-English-speaking children in bilingual
v instructional programs: L L
1. The dominant langtiagef limited-English-speaking children might
not have been used-enough for classroom instruction.

. 2. There often seemed to be too many English-speaking children in the
project classrooms, thereby diluting proggam services for limited-
English-speaking children. C h

The report concluled that:

. insufficient instruction in the dominant language of the limited-English-
_speaking child appears to be due primarily to the lack of quifified bilingual . . - .
» " education teachers. (p. 51) . , ’
If the goal of bilingual-bicultural education is to provide equal educa-
tional opportunities to the culturally and )inguistically different learner, a
decisive effort must be made to train teachers who can perform efficiently
(linguistically, culturally, and pedagogitally) in the bilingual-bicultural T ‘)
classroom. A recent report emphasized the need for careful selection of’ o
- teachers :Zchieve quality education in bilingual instructional programs: '

Since a nuniber of diverse skills are needed in ¢ curriculum which involves
two langudges and tivo cultures, consideration of teacher for bilingual-
bicultural programs*would include their motives for teaching, linguistic
and cultural backgrounds, competency in teaching in two languages, and
language of specific subject matter. (United States Commission on Civil
Rights, 1976, p. 93) ]
» - . ' o o
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v * The Rationale of the Integrahve Model for ., -

Amdng the institutions that" influence our lives, schools make the

greatést single contribution to the total social welfare. They play a signift=

cant part in shaping the directiorr and quality of our human® experience.
Every human being, every child, is ”orthwhlle individual; collectively,

- they represent ous most precious %ural resource. Each Chlld has a vast

potential for growth and the development of unique human capacities; itis
the common obligation, of the schools to provide the climate, the experi-
ences, and the hiyiman models that will nurture these cognitive, affective,
-and physical capacities. Our system of public education has been instituted
with the goal that all children of all people will receive this nurturance.

* This is not a new concept; the‘impetis comes from the works of William |
James-and John Dewey. They emphasnzed the paramount importance of -

focusing our educational endeavors “on the individual learner. This
humanistic approach sees the person as beirfg- one who: (1) achieves
uniquely human qualities through interpersonal contact, (2) has conscious
self-awareness, and (3) is capable of making choices that gmde his/her
behavior. *

In humanistic education, thegoal is t,o help each student develop posi-

tive potentlalmes and become the best human being he/she can — one who
" is pmotionally, rationally, and"physically developed to, the maximum. In
order 'to achieve this goal, the effective tea.. .« must mee} these primary
.conditions: (1) be adequately prepared in the subject, or course to be
taught, @) have some general knowledge ofhow humans leain and the

. technical skills requn‘ed to present material in a learnable fashion, and (3)

have a well-developed repertoire of interpersonal skills with which to
establish, maintain; and"promote effective interpersonal relationships in
the classreom. Some reséarchers consider the third condition to be the
most important; according to Weigand, "How ave interget, relate-and
transact wjth others, and the reciprocal impact of this pheyomenon_ form
"the singld *;‘ t lmportant aspect of our experience”. (Weigand, 1971, p.
247).. fa \ .
MeaniKgfil education is not easlly achieved. It generally results Txom
, competent teachers intéracting with students in ways that help the stu-
dents become effective learners. Conversely, teachers whe are ineﬂ'ective
generally lack sich competericies.
“The relatfonship betWeen ‘teachers and students is one of interdepen-
dence; neither party can enact a rgle without thé participation of the other.
Study of successful teachersindfcates that one of the most powerful factors

" in producing an effective learning sitnation is the student’s liking for the
teacher. Smdents who liked schoo! liked their teachers and showed posi-

tive behavior in the classroom: they alse indicated that their téachers were
kind, friendly, patient, helpful fair, had a senseof humor, showed an

; ¢
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sunderstanding of student’s problems, allowed plenty ()fp.upiI activity, and
at the same time maintained order. On thé other hand, students who
disiiked school disliked their teachers and ‘misbehaved in the classtoom,

inditated that their teachers used sarcasm and ridicule, were domineering
and had f'lvo;'ltes, used punishment to maintain dlsuphne failed to'pro-
vide for the needs of-indiyidual puplls and had dlsagrceahle personality
peculiarities (Gazda, 1974)

Several researchers agreed that 'the teacher, more th.m any other per-
son, sets the emotional climate in the classroom. Summarizing se‘yeml
studies, Gazda (1974) concluded that: (1) the teacher’s behavior largely
determines the emotioual quaLty the classroom, (2) teacher-pupil rela-
tionships may affect pupils at déeg psychological levels, and (3) the way. a

teacher behaves in interacting with students affects how students come to

view other social relations and how they will treat others.

> 8

. A Competency-Based Approach

The lntegratlve Moftel, to be presented in this paper,. subscribes to a:
competency-based teacher training approach. The advantages of this ap-
proach (Sullivan, 1974) are: .

1. The responsibility for achievement is shared with teacher trainers,
prospective teachers; and public school personnel; failure is not
placed on thé-learner and the culture. .

+ 2. The competency-based approach recognizes the possibility of teach-

. ing disabilities, that is, the inability of teachers to be effective with all

groups “of learners. ‘

3. This competency-based approach deals with goals .md objectlvevl

whose attainment can be objectively determined.
4. This competency-based approach focuses on process and outcome
" factors. based on specified ,criterion levels of performance, and
ereates an environment (onduuve to ‘continuous assessment ,md
re-evaluation.
5. Finally, from, this author’s pomt of vieg, the compgtency-based
.lppro.uhall()ws for the inclusion ofsupervm)rs peers; Zand commun-
ity participants in detcrmmm;, s the achievement of stated (‘omp(-t(»n-
R
retency-hased approach bas recently/,l)e('n advocated by a

The cor

group of reséarchers .md educators who see this procedure as thie most .
~ valid approach for the bilingual-multicultural, classroom (Hunter, 1974)

The Integrative Model: Areas Of Teacher Comp;,te_pclcs .

The demands on the teacher in the bilingual-bicultural classroom are
“many and varied. Thus, it is necessavy to specify the areas of desired
u)mpvtenu(é required to en.lble the teacher to effectively perform in such
a classroom. The Integrative Model suggests that thetraining of hilingural
teachers should includé the following competencies:

/ . ’ i
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. four-year college.

" mining their owa behavior and in shaping the attitudes and perceptions of *

.Curriculum & Instruction: .

L

“

ociocultural knowledge and understanding .

3. PSychopersonal kirowledge and understanding

4. Curricullum

5. Teaching methodologies .

6. Classroom management v - .

7. Linguistic knowledge and understanding '

Figure 1 summarizes the goals, areas of competence, and.target groups
in the Integrative Model, As indi “the fitst two competencies (lan-
guage proficiency and sociocultural knowledge and urlerstanding) could

both be provided by-a two-year college or at the lower-division level of a

L

,Language Proficnﬁncy,— . : o , .

This competence is concerned with the trainee’s ability to speak read,
and write English, as well as_ the dominant language of the community in
diverse situations. The trainee’is expected to demonstrate: ¢
1. Verbal fluency in speaking the dominant language and English.

2. The skill of compreliending, and communicating in the community-

. spoken language (Barrio Spanish, etc.) and English.

3. Reading skills in the . dominant language and Engl:sh\

4. Writing skills in the dommant language and Engllsh

More advanced competencies, “exit competencies,” should require the
trainee to demonstrate dominant language and English fluency in: -

a. classroom and pedagogic languaye which involve vocabulary and
usage (the terMinology needed to give instruction in specific
subject matter concepts at all levels of instruction).

" b. oral language used in public speaking, parent-teacher confer-

+' ences, lecturing, etc. . »

B. Sociocultural Knowledge und Understanding

The sociocultural competencies should be recognized as crucial for
teachers of culturallyand linguistically different learners. This coinponent,
however, is traditionally excluded from teacher preparation programs.
Operating on this')premis: *™e Integrative Model posits that trainees must »
become aware of the in? . e of their attitudes and congeptions in deter-

their students. fThe trainee is expected to:

1. Develophund demonstrate a sensitivity to, and appreciation of, cul-
tual diversity as reflécted within the school/comrmupity setting : and
in the planning, develbpment and implengentation of the cur-
ricnlum.

* 2. Identify the nature and the effects of socio-cultural variallles on
students’ development and learning styles (cognitive, psychomotor,
" and affective) and utilize such knowledge in the implementation of
the un\mulum
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. eompetencies to the detriment of pSychopersonal competencnes. The In-:
- tegrative Medel of Bilingual Teacher Trammg subscribes to the assump:

Curriculum & Instruction:’
s
* 3. Identify and systematically apply research findings relevant to the
education of children in the United ‘States from diverse linguistic and
cultural backgrounds. .
4. Identify-and explain the basic nature and dynamlcs of culture and
their effects on behavior.
a. |dent1ficat|on and definition of culture
. b. universai concept of culture ’
“c. dynamics of calture -
.. d. cultural effects upon behavior ) , '
5. Identify and explain h lPstoncal contemporary, and basic aspects “of
« the teacher’s, the student’s, and the dominant society’s culturé.
a. historical perspective of values, language modes, and inititutions
. of a specific group in a cross-cultural society
b. nature and effects of similarities and differences among societal
graups ®' .
c# nature and implementation of fprejudlual man)festatlons of
ethnocentrism in racism antd sexism

N

C. Psychopersonal Knowledge and'Understanding S
Most teacher-tralmng programg.‘émphaglzc training in methodologkzrl-'

tions that learning is more effective when the teacher is adequately pre- L
pared in the subject of course to be taught, has some general knowledge of .-~/
how humans learn the technical skill§: to present material in.a learnable”
fashion, and-has a well-developed repertoire of interpersonal skills through

_ which the teacher can establish, magintain, and promote effective interper-

" sonal relationshipd. in the classroomy. The tramee is expected to:

1. Distinguish, descrBe, and interpret alternative models and theories
of human growth and development in terms of basit assumptions and -
empirical research. : “

2. Demonstrate skills and eﬂ'ectweness in makmg objective e evaluations
of students’ readiness to learn and perform under various teaching
techniques and instructional materials and programs.

3. State and demonstrite understyyding and awareness of initial, in.
terstage, and'terminal growth and development processes for indi-
viduals inrelative isolation or in highly socialized situations subject to
social forces.

4. Demonstrate and apply skills jn making educatlonal decjsions and
planning ‘curricula, accordjpg to’longitudinal (early childhood
through adolescent) human growth and development trends.

5. Examine and evaluate’ current/ writings redarding similarities and
differences among individuals and groups from culturally different

" heritages and identlfy critical variables that reflect cultural dlﬂer- ]
ences.
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6.' Use instruments and techniques for assessmg mterpersonal relation-
ships as g guide to helping individuals and assist culturally different °
students to form positive, productiv socnal relationships. )

7. Demonstrate understanding and awdreness of the affective domain as
a major factor contributing to the ‘optimal. learging of children and-
adolescents.-

8. Make evaluations in objective and verifiable terms of desired out-

comes of intrapersonal and mterpersonal behavior in educational

settings. ’ ’

9. Use appropriage verhal mteractlon classroom skills such as listening

to pupils, giving pupils a chance to talk, provndlng clear and explicit’

directions in both languages, Jasking questlons at all levels, using

Appropriate community language, and-selecting a tone of volce ap-

propriate to different settings.

10. Identify and utilize appropriate interaction assessment models, tools,

and techniques (e.g., Flanders interaction te'chmqne and socio-
_ grams). ) ' .
117 Make decisions about alternative instructional models and processes

o -

\ according to varioug descriptive stages of changing cultural, social,

“and educational énvironinents.
12. Design and implement evaluation strategies in terms of process and

product in the classroom. <N . ’
' . ] b \ :

D. Curriculum

Knowledge and understanding of spegific and general curriculum vari-
ables and processes are necessary competengies of the biling ial téacher.
The following competencies reflect this view. The trainee is expected to:

1. Develop a consistent philosophy releVunt to blhngual gducatlon

programs ‘

2. Demonstrate lessons in-the major cur nculum areay qung both the

dominant language and Exdglish as a media of instruction.

3. Translate spe@ic subject matter sensitive to the cultuml background

of limited-English- speaking students into units of instiuction.

4. Direct and supervnse second- lunguage instruction in a bihnguul Pros
gram.’ s. .

%: Develop curr unlmn for the bilingual student. .

6. Design curriculum #nd teaching strategies that utilize the content
areas (i.e., social studies, science, and muthem.mu ) to dc\slop liter-
acy in two languages. ,

7. Develop and use specific criteria to evaluate bilinguak curriculum
materialr in terms of cultural suitability, pupil dmmtcmms and
needs, and cognitive and uifective outcomes. (

8. Design and curry out varivus types of rescarch-which assess umts of

curriculum and teaching materials in terins of expected outdomes.
9. Utilize the findings of rescarch in the ficld to guide umstructkm of
decision-making regarding currlullum and s(.h(ml organization, und

]
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' “E. Teaching Methodol Qes -?,

implementing programs of bﬂmgualdblcu‘tural education.

10. Participate in develdping. resource centers in bilingual-bicultural -
‘education in target schools and ptowde lqadel;shlp in the develop-
ment of curriculum necessaryﬂﬁnplement bilingual-bicultural e(]u-

. cation programs. RS » . .

11. Provide expert, in-depth, and innovative leadership in at leastone
standard school {:umculum  gréa (e.g., social science, mathematlcs.
or language arts), in o: der to dev?lop practical in- service éducation  *
-and ‘meaningful. dupemsnon té other classroom teachers. ., '

12. Comprehend the structure of Engish and the dominant language, *
the.nature of lméunstlc change, soclo-linguistic aspects of: languagé
acquistion, and thee cultural aspeots ofifférent languages in contad.

The trainee is expef'té'd to: e

1. Become aware of tl\é different leaming styles of children and develop

the ability to match: the teachmg strategy to the learning style of the
child.’

- 2. Develop innovative tethniques effectively and appropriately, in the

learner’s language(s) in such content areas as the formulation of .
realistif€performance objectives and their assessment; inquiry/dis-
covery strategies; individualized instruction; learning centers; uses of
media and audio-visual materials; systems approaches to the teachiing
) of reading and ma#fematics skills; team- teaching and cross grouping;
and interaction analygis. . '
‘3. Develop an awareness of the: way “in, which tlie ledrners culture
should permeate significant areas of the curriculum. )
4. Utilize-finsg,_ and/or second- Rnguage techniques in ‘accgrdance with
the learier’s reeds at varfous stages of the learnmg, process.
- 5. Utilize effective classroom management techniques for optimal )
~. learning in specific situations. -0
6. Work effectively with paraprofessionals and other adults
7.) Identify anfl utilize available commupity resources in and outside the
» classroom. o ) S T
F. Classroom Management _ ' ' . ;\,\ i
- The traipee is expagted to:, = * | L ~_
1. Develop appropriate management tedmlques f()r the bllmg.,ual
classroom. | '
2. Develop knowledge of local envnronmental varmbﬁs that 1ﬁ}ect Jw
school e.g., sogio-economig, "ommumt) values, and community
structures. ' . ' P

3. Develop descriptions’ of various bilingual classroom orj.,ammtlondl

schemes. .

1. Deyelop@nques fyor involving par ent-u)mmumtv resqurces both
in and wutside of the classroom.

5. Develop techniques for the recruitment, training, and retention of -

P
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. paraprofessional voluntzers, and cross-age tutors as meTnbers 6t the
2 ~ instructional team,
.6 Develop techniqyes for ‘the identification of roles and functions of
each member of the instructional team. .
7. Develop descnptlons of possible interaction patterns between para-
professionals and teachers. ~ * ’ - '
8./ Develop plans for the management of instruction of larie groups,
small groups, and individuals. '
. +Plan and conduct donferences with parents in Spamsh and. Enghsh

Conduct group dlscqssior}s and problem-solving in the classroom.

G. Linguistic Knowledge and Understanding

1 Psycholinguistics — The trdinee is expected to:
a. eunderstand similarities and differences between language acqui-
sition and developyfient in the first and the second language.

O

TN

’ 'b. be aware of the dévelopmental levels of language acquisition and . -

. ., : . their.implicatiorfs in the classroom. ©
: .c, axhibit a positive bllmgual-multtcultural role madel in interacting
with learners. :
d. be aware of the differences in language learning at different age
.. levels (child, “adolescent, adult) and their implications in the
I classroom‘

e. ‘demonstrate an understanding of the relationship between the.

’ langﬂage and the self-concept of the individual.
f. be able to recognize sequential processes of first and second
- language development and acqunsntion (e. g listening, speakmg,
« *- readifig; and writing). -
~ 2. 4Sociolinguistics — The trainee is eﬁ:ected to: -
, . a. show theability to recognize and accept the language variety of the
. home, and a standard variety;as valid systems of communication,
- each with its own legitimate functions and implications in the
classrooin.
- : : b. idéntify and understand regional and social vanatlons in the
learner’s language and tleir iriplications in the classroom.
. ¢. be able to identify the various degrees of bilingual enculturation
in the process of becoming bilingual.’ '
d. participate in the bilingual enculturation process at a level com-
mensurate with;the language proficiency of the learner.
3. Contrastive and Comparative Analysis — The trainee is expected to:
a. be able to identify the areas of positive transfer between English

_and the target language (phonology, morphology, syntax,'and .

semantics).
b. be, able to identify the areas of lmgunstic interference between

lish and the targe! language (phonology, morphology, syntax,

arid semantics).
¢. -apply indjvidual and group strategics to maximize positwe transfer
and to minimize interference.

i - SRS ¢ 17
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Activities and Experiences to Achieve These Competencies

Some activities and experiences to help the traineewchieve the above
stated competencies are: conrse work, readings, research, project plan-
ning, demonstrations, ebservations, field-based experiences (community
and schools), projectimplementation, multimedia participation, simulite
situations, student teachigg, workshop participation, and conference par-
ticipation. These activities and experiences should provide ample tedcher
interaction with members and students of the target l.mgu.q.,e and’culture
of inqtructlon ' - - =

, S Evaluatlon oA

Various approaches could be apphed to determine the level of attain-
meit of these competencies. The trainee could be assessed by instructors,
supervisors, peers, and self by the following approaches: .

1. Oral and written performance on céurse content for knowlvdge,
comprehension, and application of skills ,
Criterion ratings on completed projects AR
Observational ratings
Participational ratings
Ratings by peers and others .
. Self-rating on an agreed set of mterm ’ ‘

7 \Attntudmal ratings

8. Overall ratings (summ.ltive) ' .
9. Comparison r.ltmgs 'with a control group to'determine pr();,r.lm im-

pact .

Figure 2 shows how the above approaches can bhe wmbmed with

competencies in a matyix for individual trainee and competefce. Instead of
competence ayeas, the specific competencied' in any one of the areas could

be listed. Under this plan, there would be seven forms for each trainee.

N

oo

k]

Not all approaches would be ‘used with all competencies. Such forms could -

be used as the basis for conferences with individual trainees.
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*There is only one subject-matter for education, and that is Life in all its
manifestatiogs. . -

i * Alfred North Whitehead ‘

. Interpreting culture is.so difficult that it ca'\n'be_ compared -
" to looking at a virus with the naked eye on a moonless
" night. _ v __— :

s -

. W L . ' ‘
: , WE ARE BOTH enjoying and suffexing the consequences of technolog-
"P ical advancement which, although not a recent phendmenon, is a rapidly
" accelerating one. When one’ compargs the specific technological develop-
ment of widely separated time periods, one is left with the comforting (or
~perhaps -annoying) sensation that history rep%ats itself and .that two
thousand years have not beén enough to change human nature.'We still .
enjoy and suffer the consequences 5} our own doings. B
The degree of enjoyment and suffering is different among subgioups
‘ . within a given country and among countries throughout theiworld. The
;s * highest degree of suffering, in the writer’s opinion, is evidencedpy those
who become enslaved by the products of culture. The number Of
‘technological gadgets distributed to all parts of the world is increasing in'a
geométtic progression. The following factors,contribute greatly to this
enslavement: ' '
1. The natural curiosity of people. ' ‘
2. 'The economic benefits associated with the production and marketing
“of gadgets. . C : :
3. Developments in the area of transportation.
. 4. The utilizatign of mass-communications medi. . ,
The last item requires some exploratory analysis in order to seirch for .
potential applications in the areas of education and culture and in the study
of human socleties. ' T
'+ A cluster of technological objects (telegraphs, telephones, radios, tele- .
. photds, popular'newspapers, periodicals, broadcasting, motion picturés,
and television) is usually referred.to as the _mass-communicatioﬂs media.

' n n 1 1 , . . . . q“ 4
Q ‘ . » N u . ‘
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g These objects have created a situation in which cultural consequences must
“not be neglected. They have been neglected, however, both in potential
and actual utilization of equipment or “hardware” and in the quality of
messages or “software,” in which there is much room for improvement.
Most reliable surveys indicate that the majority of the people of the world
(including those of totalitarian countries) are usually satisfied with the kind
of mass communication available to them. This satjsfaction has been attri-

buted to the lack of alternatives to the communication they conveniently -

receive. It is also important to recognizethat mass communication is but
ne facet of life for most indiviquals, whose main preoccupations center on
the home and on daily employment. - . i
Explicit definitions and theories of communication resulted from the
present century's advances in science and technology. Qne of the first
definitions 6f communications as a discrete human enterprise was pro-
posed in 1928 by Ivor Armstrong Richards, a British literary gritic and
author: .. ' R '
Commupication . . . takés pluce when one mind so acts upon its environ-
ment that another mind is influenced, and in that other mind an experience
occurs which is like the experience in the first mind, and is caused in part by
that experience. (p: 177)

The above definition can also be expressed in the form of the following -

question: WHO is saying WHAT to WHOM, in WHAT WAY, and with
WHAT EFFECT? This question’can be divided into the following compo-
nents: ' :

1. WHO: The source of inforination. For eur purposes, this -
/ " . will be a single human being or a group of per:
* sons. '
© 2. WHAT: . The message. This implies the content or nature
: . of the information ‘
3. WHOM: . ,The particular listener or audience.

4. WHAT WAY: . The éombination of the communication channel
: and the particular way in whichit is used to

: . convey the message. ” o,

5. AWHAT EFFECT: The exptrience, caused by the interaction of the

above components that occurs_in human par-. .

~ ticipants.

The idea of interaction apd fegdback is a very important one because it
gives meaning to the process of communication. ™ Feedback™,is a construct
derived from Norbert Wjener's studies in cybernetics. Interaction be-
tween human beings in cobversation canuot function, according to this
construct, without the sender’s ghility to weigh and ¢alculate the-apparent

effect of his words on the listener. For the psychologist interested in”

communications, the modificationbf an individual's pereeption of reality is

of fundamental interest. The agreement or u(ysugrvenwnt of a communica- *
tion with a person’s cognitive strneture afects both helavior and percep-

:*" l,l‘i |
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tion. Consequently, the major criterion for psychological analysis is neither

the medium nor the message but the etpectatlon of the person receiving '

the message. ’
"Up to this point, the following issues have been stated .
1. Mass media technology has created, and ‘continues to create, pro-
found cultural changes throughout the world. We do not live with
" yesterday’s definition of culture.

2. Most people seem to be satisfied with the kind of mass communica-

-tions available to them. The interaction of lack of altenatives and
concern for survival are impor tant variables to consider in planning
mtervenhons . Ve,

3. Ifwe take a look at communications, there are a serie of components |

we'need to consider i in order to achieve a working definition. Feed-
back is one of the most neglected tspects of mass communications.

4. Thé -expectation™of the person receiving a message is ‘extremely

important in relation to kjis/her attgntion, pcrceptmn and the effect
the intended message has. .

In the United States, fewer newspapers currently serve more readers
than ever before; three television netwgrks are predominant; and a handful
" of Book publishers produce the majority of besf sellers. Dcsplte these
trends toward monopoly, however, specific mass inedias are designed for

- specific populations. The author recent'ly completed a survey on radio.
stations in the United States that broadcast ten ormore hours per week in
‘the Spanish language. The same’survey can be?conducted for printed
‘materials and other outlets for the same group d{nd/or other subgrouips.

' Business and industry have beeq doing these typesofsurveys for years. In-

the meantime, educators have been using yesterday’s definitions of educa-

tion, forgetﬁﬂg perhaps, that edueation is part of a larger system called

commumcatlons This problem brings up the next subject of this paper:
. education. :
.Education, in its widest sense, may be thought of as the socialization

process through which people learn a way of life. This social activity is made

possible through a network of human relationships. The key word in
education is learning. The process of learning goes beyond the sin.ple
connotations of “teathing” and “schools,” whi-h are merely elements of the

. system we call formal education.

One of the basic characteristics of systems is inertia, the resistance to.
change. For better or worse, sthog] systems have a great degree of inertia.

They also possess ayyality similar to what is known as “homeostasis” in the

biologigal sciences. Homeostasfs has been defined as:

A tendeney toward a stablg state-of equilibrium between interrelated
‘whysiological, psychologlcal vor soctal factors characteristic of an indi-

vidual or gr,(mp. Mel riam- Webster Dictionary, Pocket Buuk Edition, -

1974) ¢
In simplo terms schools have a capacity to absorb dmng( s or innovations
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with little or no effect on the system as a whole. inertiaimplies resistance to

motion, action; or change. A simple question introduces this issue: Was the

Sputnik I (launched October 4, 1957) or the formal education system the
" cause of curriculum changes in the natural sciences? ‘

“The National Council for the Socid Studies has published Guidelines for
Multicultural Education, October, 1976 that can be used to develop cur-
ricula aimed at promoting international understanding. This need has been

%ﬁecognized for many years. The sad reality is that little or nothing may be
done aboutit. [t will be hard to introduce change in the schools ugless some -
kind of “socio-cultural Sputnik” upsets the inertia of the system. .
" Real life is the setting for the social studies. It is the arena in which we',

.. enjoy and suffer the consequences of ‘the thiings we cluster in a ciategory

\ labeled “Self and Others Awareness.” It is the source of expectitions and a

natural practice. Any particular group of people-will challenge superficial

» generalizations in their quest for survival for meaning and for awareness.

All cultures have their own ¢ _acation systems, often labeled “non-formal.”
. For some groups, a high degree of congruency exists betWeen the formal
and non-formal education systems. Other gmﬁﬁ.«ﬂxhibit little or no such
congruency. Each group learns according to the particular social and
. communications network accessible to its members. Rafael Cortijo, a
. pgpY terto Rican musiciai, responded quickly to Sputnik I and re-
corded a song that made hiz zadience think akout the social and cultural
“implications of the event. Some of the lines vead: En,que parardn, en que
pardran las cosas; Los Rusos tiraron un satélife a la cuelta del mundo ...
- ~A conceptual equjvalent in the English lnguage is: Where we'll go, what
. will come next; The Russians put a satellite to civele the globe
A T)oliticul cartoon about current’ ‘events in a daily newspaper may
A@resenta message more effectively than, say, a political essay. These days
- we communicate 1nore and more with actual images. Aboat 95 percent of
all homes have television sets. ‘In a recent issue of the Smithsonban (May,
, 1976), S. Dillon Riptey commented: . _
_ At thg level of basic training in writing and diterate skills Trecommend, to
counter the saturation” level of television and its new mind-orientation
\ toward objects — poppety-pop goes the toothpaste tube in Disney-like
dances with the deodorant can — a new musceum-like trainingBusing
o exhibits of objects associated with words to reinforee the learning process, “
just as Madame Montessori argued years dgo. Perhaps muscums are the
new open university option for teaching. p. 6)

)
! "~ The need to popularize education challenges those lookjng for ways to
accomplish necessary socio-educational changes. The term " popular” is not
~ degrading: popularization will upgracie education with meaning and jus-
tice. The learner and the teacher are ('\'(-ry\\‘lu-,‘(-. We can survey the
communicatiors network already used by a particular sactal group before
initiating changes aimed at the solution of a given set of problems.
A social network can he defined as a natural chain formed by individuals
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commumcatmg with other individuals. Let s sexplore this with.an exam-
. ple. A teacher work\ng in East Los Angeles, California, was having difficul-
“ties with the famﬂy l‘nqnbers of Wer students involved in school activities. - .-
“he tried to communicate w them through notes written in Engl'shand .
n $panish, but these had vefy little effect. Rather than assuming that the
families were simply not concerned about their children, she looked for a
method of communication that made sense in that particular community.
She observed which)’amily members came to school. She also observed
who brought the children in the morning and who picked them up after
school. Rather than trying to approach the families at random, she'began to
work with these family members who were most school-oriented. She then
‘asked them to involve the other | family members. The assumption behind
_ this approach was that people relate better to people than to impersonal *
“memos: In” convincing othets, one convinces oneself.; She put this _
hypothesis to A test and was not sugprised 4o see that it worked.

The following points, then, can b¢ added: '

_ 1. Education is a social function. It will not work_to our advantage in
considering it as solely institutignal or as the exclusive function of the
schools. . Coe

2. Formal institutions have a great (;eal of inertia and will resist change.

- Their tendéncy toward-homeostasis will transform introduced
changes to te extent that there will be little or no ¢ffect.
3. Particular grovps in society respond to a communications network _
Educators may not like the content of the current messages and may .
. complain, but their best course of action is to use those effective
means to deliver other messages. This approach is heing used but
only minimally.

4. Peopléare more concerned with the.present and the future than with
the past. We are using a concept of educatioh and learning that is not
satisfactory in view of the current situation. Today, many of the things-
that people had to learn in schools are now accessible elsewhere.

" The role of schools will eventually shift from one of less direct instruction
to one of more leadershlp in learning. This shift in emphasis will occur
when we move from the “talking” stage of community and parental in-
~ volvement to a “doing” stage that will’eventually involve these forces. Such
cooperation among all educative forces will be a major culturql change that
~ . will promote a better understanding among people.

This brings us to the final concern of this p2per: the question of culture.
On'a recent trip to Central America, this writer had the opportunity to
check someone’s ebservations (labeled as fact) about the Quiché Indians of
Guatemala, Ir. & presumably intensive anthropological study of Chichicas.
tenango the local culture had been labeled as mysterious and'resistant to

change, .due to the pride of the people in their own century-old ways. It

was argued, finally, hy the researchers that these people should be left
alone. v

'This writer visited Chichicastenango, and after making extensive obser-
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. ‘\* ‘
vations, found a great différence between ‘what was reported in the an-

thropological study and the reality as he perceived it of the culture.of the
Quiche. . v :

Interpreting culture is sq difficult that it can be compared to lnoking at a

- virus with the naked eye oxﬁmoonless night. In studying culture, we often

and is highly dynanaic. Yet “culture” is often used as a scapegoat to explain
away political problems and social injustice. This is common in an age of

éuphemisms and distortions of language. In discussing culture, the follow- -

ing terms are offen carelessly used (miny times “parroting back” to what
was written in a proposal to a funding agency):

-, L Minon'ty.'Are_n’t we trying to say something else?

<

2.” Anglo. Are we lumping together widely different people?qnder this
convenient term? Maybe insulting somebody? Aren’t we trying to say
.something ‘else? . o o
3. Assim lation. Can assimilation be a two-way process? Aren’t we
" tryin to say something else? T
4. _The hyphenated American. Among other things, we are talking about
the United States of America. America is. the name of this entire
" continent. A Black from Cartagena, Colombia, is a Black-American; a

say that he/she is an American-Indian, etc.
Any movement aimed at promoting understanding among people on a

shrinking plaget will be welcomed, except by those somehow threatened

by its implichtions: If a transcultural education model can further ac-
complish this, we will be on our way to the fulfillment of a goal long
recognized by many of the great thinkers of the world and by almost
. everybody who has not been labeled a “great thinker.” The people of the
world intuitively feel this need. Our task is to implement the thinking and
feeling into action. ' : '

It takes courage to face the unfamiliar, to espouse the different; courage to
fight one’s own prejudices only less than those of others. Was it not a little
child who first dared to call the emperor naked? . . . justasit did for-Gulileo
Jto murmur among his inquisitors,”Yet the-world does move.” L
Ralph Waldo Gerard
(1946, p. 499) ©

L

" REFERENCES

Gerard, Ralph W. “The Biological Basis of Imagination," The Scientific Monthl_y, LXIl (June,
1946), 477-499. . ‘ ' '
_ National Council for the,Social Studies. Guidelinas for Multicultural Education. October,
1976. . ‘

Paul, 1928. . e
Ripley, S. Dillon. "The View from the Castle,” Smithsonian, VIl (May, 1976), 6.
Whitehead, Alfred North. The Aims of Education And Other Essays. London: Williams and
Norgate, Ltd., 1951, _ :
~ Wiener, Norbert. Cybérnetics. New York: Johh Wiley and Sons, Inc., 1946
Wooll, Henry Bosley, ed. Merriam-Webater Dictionary. New York: Simon and Schuster,
Inc., 1974, -, .

' v @

11_;5 *

* emphasize isolated, meaningless details. Culture consists of intangibles -

L3
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P New D‘irectlons For The Social Studles.
A Transcultural View .
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/ '3

. B : a Constance L’Aventure .

IS .

~ »

The multicultural dimension of human social life and

histoty should be addressed by every school's curriculum. - X
* ] \ . ) '- " . ‘0
g THE MULTICULTURAL dimensiorr of Jhuman social llfe and history .
o should be addressed by every school’s curriculum. With the traditional &

- proxlmlty of ethnic groups in America and the growmgmterdependence of
. people of diverse cultures worldwide, it is critical that learniers develop a
Y- realistic and expanded comprehension of cultural diversity - In the course
. " of the 1960's, educators came to acknowledge the importance of ethnicity
" in American society and the need to help students develop a more sophisti-
cated understanding of the distinct ethnic and cultural groups that make up
, human sotiety.
. It is important that this emphasls be developed in the public schools.
will prepare stude\)ss-for their emerging roles as world citizens em-
broildd in the intricate interdependencies of modern human affairs.
A relevant social studies curriculum that offers students an expanded
“ range of experiences and an insight into both the’ commonality of human
eXperience and the culturally determined differences-and systems shallbe ~
* considered transcultural . 't '

- ~ Learning One’s'Own Culture .

roy "~ Each human being, more or less self-conscmusly expresses a whole R
range of characteristic modes and values twithin a certain cultural milieu. As
individuals matute, their culture progrosswely pl‘OVIdeS them with a fun-
dAmental range of perspectives, attitudes, and norggs. Tothe degree that

= children a.sume and embody these, they become acculturated within thenr
™ . racial, etbnic, and religious traditions.
< The cultural context of any particular human situation into whigh chil- ~
. ‘dren are horn has a certain form. This form is created hy the Boincidence of
the various dimensions of human activity, such as language, social structur-
1 ing, and the level of technology. Fhese exist against the background of a -+
natural environment, affording speci‘ljppssibilities and implying certain
: J

S
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\ constzaints on the human life within it. -

' Social forms andl cultural traditions influence theteelmgs and ought ‘.' ot

| processes of the ghild in'certain ways. As the child gradually masfers social **

- and practical skills, these learned responses provide atested,adequate “set

N of programs” for the routine conduct of everyday life.

h l "Through  acculturation, people learn to live .vithin, mampl\late, and -
mterpret their envrr(zlment in a particufr set of ways~The patterns of a, -

person’s relationships to others is structured by 1 more 0Or less elahorate *

socia) systeme which pefpetuates itself through generations by transmit-

ting accepted values to each subsequent generation. Ceperally speal!lng,

. the educational process functions in human cultures as a “quasi-geretic . *

"« ' factor,” replicating sets of practical habits and skills together with a viable - “

soctal structure reqursue to the survwal of the social group mvolved ]

.- The Challenges of Modern Technology.~

.« - The development of modgm technology,.particularly irr the fields of, S
* ~ cominunication and transportation, has led to ti, introduction of unfamil- \
* iar sccial and cultural elements into every cullural area of the world, , .
pmnanly by means of trade contacts and media. -
Technology has not only created expanded commerce between far-flung oo
groups of peoples, but has actually demanded material interchange among ~ * : \\ .
- them if industrialization is to be maintained at its present momentum. o
. Addltlonally, the spread of Western technologies throughout the world has :
had a profoungﬁfnpact on traditional economies. »
The mass accessibilityof worldwide communication channels and the .
partlcularly attractive nature of certain cultural med8iale.g., films, records,
television) have brought the nations and cultures of the world into a web of
functional relationships and recjprocal influences. Over the long run, these
inter-relationships can onl'y grow more complex perhaps tending towards .
homogenelty . bt

Cad I

3

L‘
Need For New Dlrechons In Social Studles -
. In this hrstorlcally uhique pen(xf of international Clxltural em.ounter the - ’
s ' development of new approaches to the teachmg of social studies seems, .
"~ necessary if this subject area is to be of maximum service to students of the o
late twentleth~century Since the social community is the level at whi
most human contact occurs, the student’s own region provides a natural
‘laboratory for the development of new cultural perspectives.
Transcultural education, then, is the educational process that promotes -
the developme.t of 2 more informed and comprehensive perspective on
o the pirt of students. It lays the conc tual and experiential basis for respect
for the diversity of all peoples. Thiy occurs through participation in ac-
"+, tivities that develop understandir.g of the fundamental similarities and the
limited natural basis of differences smong individuals and groups. )

‘ . N
(\\ . N —— »
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. | One aim of this transcultural @pproach is to provide seminal and lasting
insights beyond the student’s cultural frame of reference. In the course of
transculturat education, such experiences accumulate, and the intgraction

. .amang the eléments of this backlog of cultural orientations defines the
individual's complex “private culture.” The goal is the expansion of “private
culture” to a broad educated perspective transcending simple ethnocen- R
tricity, prejudice; and cultural limitations. This transcendgnce of culturally

* - limited views is what such a program offers the individal participant.  *
The learner will come to recognize, use, and enjoy certain aspects of a
range of cultures, ideally approaching a synthesis of chosen cultural ‘ele-
ments and intuitively comprehending a wide range of cultural forms. At the
same time, barriers impeding communication among individuals of differ--
ent backgrounds will fade, . '

Teaching Strategies In Transcultural Education

The teaching strategies used to implement a transcultural curriculum .
‘model are highly important. Only strategies that enhance the content,
" achieve the objectives, and accommodate the individual learner should be
considered. Effective strategies challenge the student by allowing interac-
+  tion between the learner and thé content. In this case, content consists of
the specific multicultural elements of the student’s own environment.
Ethnic variety must be explicitly pointed put tg.the students. In this way,
. what all people have in common becomes clear in their everyday “reality.”
This “reality” enables students ta give meaning to the content, thus modify- -
ing their behavior and changing:their attitudes. v .
Attitudes and feelings are most often changed by experiences, real or :
vicarious, that have an emofional impact. Classroom activities such as role-
playing, simulatidns, and games pretend to place the student in a “real
.. . situation”; the outcomes, however, of sitch activities can be ineffective or .
' evenh misleading. Traditional -classroom activitit's (reading, discussion;’ “
‘ answering questions) many allow forfactual learning, but they do not
' enisure that learning will be internalized. A study of China and the Chinese -
. : " people, for exampﬂ:, doés not guarantee that the student will better
.- understand either the peopie on their cultpre. Students may memorize an
N impressive list of facts and figures that describe unique aspects of Chinese
life without evey changing their attitude towards the culture. They may
never see tye similarities between their way of living and thosesof the othery -
culture’s. ' ' ’
Community life, as a source of learning experiences, is often‘o'verlogokfrd. '
A program that utilizes rich community resources cannot be reproduced in .
the classroom. The richness is derived from the inter-disciplinary nature
and variety of experiences ore encounters there.*The experiences may
include a series of interactions between the learner an&another individual, |
between the learner and one or more insfitqtions, or between the learner

)
-
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and other facets of the environment. As-an example, a student may inter-

view the oldest living members of the‘commupnity to gather data regarding

changes in lifc styles cver time. Ideally, the learner can bridge the gulf

between generations, discover new sources of information, and recognize

the similarities and differences among pegple. These interactions need not C -
be limiteg to individuals but can also include institutions; e.g., the class

may investigate political power in city government. The students’ knowl- .

edge of the political process can yield fm:ther insights into social conduct.

Learnihg F/rorh Reality -
, In a compgunity-oriented program, lez:imers interact both with their own
culture and with other.cultures from a sheltered position. Studentsare able
to test their knowledge and ideas witlaout the risks taken when unsup-,
ported’individuals attempt to¥'go it alone.” Since the learnets are part of a
mutually supporffve relationship with their elass, exploratory approaches
can be emphasfged without fmstmtiné the students. The successful en-
count@r can be analyzed to ensure repétition, and errors can b2 studied to
provid(:‘,fhe basis for further improvement. The product of each episode
provides input for the next trial> Through the mutual support of the group,
learning takes place and negative attitudes are modified. :
An examniple of such a programvis found in.Berkeley, California, where A
students organize an annual “cultura] hunt.” Groups of students prepare a
plan which will introduce members of the class to a given culture. The
planners must carefully observe the culture and.select thgse experiences .
they deem icpresentative and important. These are organizedfinto an
outline or s-mmarized in a tape recording that the “hunter” follows. As
students follow the prescribed route, they collect information and ideas. .
" {Thus, they can make significant contributions to their learning while -
clarifying their self-definitions. : ~'
Considerations In Implementing The Program -

The curriculum designer and classroom teacher should seriously con-
sider the following suggestions whgn developing and implementing a
program for transcultural social studies. ' _— o

«1. The selection and organization of content does little to chinge pat-+ :

terns of attitudes and feelings. These objectives can only be achieved -
by the way in which the learning experiences are plifhned and con- :
"+ ducted in the classroom. Because learning experiences play such an
important role, the curriéulum guides should be described in much
greater detail than usual. ’ o

2. In order to develop autoriomy of thought, students need oppor: N
' tunities to organize their own conceptual system and to develop skills

for independent processing of informatiop. (;()nsequentfy, the learn-

. ing experience should he planned to encourage léarners to inquire, N
formulate their thoughts, develop their problem-solving techniques.,
. _ ) S
oy
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and test their ideas. The teacher must grant the fearners the right to
- grapple with the learning process, even if the immediate results seem ‘
. “rough.” . R . L
' 3. It is imperative to recognize that studefits learn in multiple ways — . -
from books, observation, discussion. and social gncounters. Since we .
N know little about individual learning styles, it is necessary and desir- .
able to provide students with a wide range of‘learning experierices. .
. - 4. Generally, far more class time is spent on gathering knowledge than
- on_applying that knowledges Practical applications of knowledge
. - prg\?j%e experiences that guarantee the internalization of learning. If
th(; learning expericnceiis open-ended, qpeouraging divergent think-
.« ing and activities that vary in depth and kind, then a curriculum '
becomes more flexible. For example, comparisons and &ntrasts can
be made on several levels of sophistication and in different cultural
settings. I{the learning expefiences are Néxible, they can accommo- -
date heterogeneityin abflity, baekgroun‘i, and level of sophisticatiog
among students. There is no single answer when studénts are asked
to characterize an ethnic group or behavior in a specific situatipn. .

Divergent responses; in fact, reduce stereptyping.
f ) \ Summary ° W .
. That the world is taking-on certain characteristics of a “global village” is
apparent. It remains to be seen, however, which of the wide variety of
. cultural features will be most widely adopted'and which aspects of the
- -divergent and colorful cultural variations will survive. No matter what
’ future social, economic, or political conditions arise, 'basic characteristicsof .
each cultural group will ideally survive among its people for generations to @
come. Transcultural education addressés the learner in individual terms  °

helping to harmonize cultural elements and to provide a conceptual
framework wWith which to interpret the manycultural forms encountered in

the decades ahead. - : B
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‘Fostg_rmg Transcultural Learnmgs In

| The Social Studies:
Perspectives And Practnces

L Charlotte Cmbtree

@

~What is now widely proposed for students of all ethnic ‘
 backgrounds is fuller consideration of the multi-ethnic,
" multicultural Héritage of thls nation. . -

. . . R
. . . l
~ . . s R " \

' Three Key Questions Consxdered In Soclal Studles

SOCIAI.. STUDIES, as a field, primarily asks three kinds of questlons '

The first is: Why are things as they are? or How did they come to be?

Inquiries in this mode constitute a search for explanation and,order.
This search for explanations is a challenging one. The social sciences, on

which the soc‘dl studies are based, are primarily conterned with the search

for relationships. These mqu.lries usually require a quest for multiple -

causes and their interactions in understanding the probable causes of

critical events. Good social studies teaching raises students to higher levels .
. of cognitive thinking: to processes of comparing and contrasting multiple

factors: in a situation, of analyzing how one factor influences another, of
pulling'all these relationships together into a comprehensive and valid

_ synthesis that explains how an event, problem, or injustice has come to be.

Students may discover, for example‘ how econqmic factors as well as social

attitudes- may operate in-cases of social injustice. Good teaching may |

explain the cultural values, as well as the technological skills and environ-

‘'mental resources, of how a people have interacted and developed as they
" have. Such analysis may also explain why a people direct their energies in

ways different from one’s own, or why they differ in outlook, on views of the
“good life,” and on attitudes toward material success.

A good curriculum for transcultural education will include a hearty menu .-

of these higher level understandings and of the analyticskills by whnch they
are tested, verified, and refised. Only through a search for the many
inter-related factors operating in complex social situations will students
acquire the hard data on which to base valid interpretations.
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Beyond a search for understandings of current realities, the social
studies are also concerned with value dilemmas, our secondind of ques-
tion. In this case, the learner asks: Are things the way they should be? Are
they fairP Are they just? Are the consequences of public policy, or of -,
personal choicesthose I want to live with? What other options are there? L.
Which do I clioose? And what policy do I support? o ' :
Goingbeyond policy or value inquiries, the social studiesalss support a
third kind of inquiry, one leading to action. In this case, the learner asks:
Given this policy decision, how dp I proceed? , - ™
“In considering the second and third questions, learners confront be-
havioral choices.-Some value commjtment must be made and some action
must be taken, with the consequence that the learner’s involvement is
high. He must act. Traditionally, inquiries of these types have been de-
. veloped under the rubtic of problem-solving. Although they. are not new,
+ "they are enjoying a major revival in secondary social studies teaching. In
these activities, good social studies teaching engages students in the pro- !
cesses of valueSanalysis and clarification, as well as in the problem-solving
pxocesses, which lead to informed decisions and strategies for effective . .
action. : ‘

Good social studies programs i transcultural education will probably .
incorporate all three questions j. . considered. To understand one’s cul- v
tural heritage within a pluralistic society requires understanding of the )
historical traditions, values, and experiences that constitute the unique, as :
well as shared, cultural core. Seeking those ynderstandings requires in-

 quiries leading to data on explanatory factors and valid syntheses reflecting
their relative importance and their inter-relationships. a '

Beyond the development of these understandings, the social studies ~
offer students important tools for formulating, testing, and refining per-

.sonal value positions and policy ‘stances on a host of problems confronting
contemporary society. For example, students can analyze intergroup con-
flicts and public controversies, past injustices.and current wrongs, policy
proposals and avenues open for redress. Students can fashion and imple-
ment policy alternatives. These understandings, capabilities, skills, values
analysis, case study methods, and policy mode inquiries are powertul
instructional tools. ¢, . ol

Incorporating Tganscultural Materials
: . Into Unitedwtates History

In recent years, a variaty of new instructional materials have been
developed concerning ‘issue analysis on a host of social, economic, and
political problers confronting American society. Some of these materials
are relevant to cortain substantive issues with which a curriculum for
transcultural learnings goight be concerned. We will return to a numberof
these later. First, we sfall examine the curricular settings in which these

19¢
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and similar matevials might be used.

A significant starting point for improving transcultural lemnm;,, in high
school curriculumis’ with a course iy United States history. This is a
bulwark offering, nationwide, in the*Figh school social studies curriculum.
Reviewing the adequacy of most current offerings in_this field, as well as
their instruétional support systems, Professor Carlos Cortés (1974) finds a

woeful lack of attention to the Chic¢ano experience. This neglect is surpris-

. ing in a nation whose history, almost from the beginning, is intimately tied
. by national boundmy and blood to the nation of Mexico.

Cortés has proposed, therefore, a reorientation.of the United States
history course in order to broaden its alifiost exclusively monocultural focus

- and-to expupge its effectivé, if unintentional, message of Méxican inferior- -
ity in those few instances when the subject’of Mexico and its people . -

appears. As a nation, he points out, Mexico is seldlom mentioned in the
high school history text “excgpt when being defeated by the United
States.
_ traditions, or appreciation of econgwic, literary, and aesthetic achieve-
ments are almost wholly lacking. Even current materials designed for

" Accounts of Chicano heroisin, recognition of richness of cultural .

intergroup understanding are deficient in their treatment of Mexico and its .

people.. g ~

What is now widely proposed for students of all ethnic l)dckgmunds is’

fuller cmmdemtlon of the multi-ethnic, multicultural heritige of this na-
~ tipn. "o that ‘end, the Chicano heritage can be viewed in a continuing,
iftimate relationship with the unfolding lnstory of the United States. The
Mexican war for mdependenw and the northward migration and occupa-
tion of the Southwest, for éxample, parallels the war for independence of
the English colomsts and the westward migration of those early Anglo
settlers and the hosts of immigrants who followed. An integrated study of
these contemppraneous movements constitutes an indispensable perspec-
tive in understanding not only United States history but also plobloms
touching the lives of many who are United States citizens today.

The opportunities for in-depth, contrastive analyses of the national
experience in the settling of the nation (west from the Atlantic coast and
north from Mexico) are numerous and significant, according to Cortés. The
area which is now the Southwest (once a part of Mexico, and earlier a part of
New Spain) was engiged, as were the eastern spaboard colonies, in a war
f~ - independence. This war, like the Arerican Revolution, had its heroes.
Eminentamong these was Padre Miguel Ilidalgo father of Mexican inde-
pendence, who in 1810 led a Mexican. revolt against Spain, In a similar
vein, Cortés demonstrates opportunities for paralleling the study of Paul
Revere’s ride with that of Ignacio Allende, whose longer, more” trying
journey was nade to warn Padre Hidalgo of the Spanish discovery of the
mdcpendvnce plot. Cor tés also suggests important opportunities for par al-

/ ' ‘ !
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leling studies of the great westward treks to the trans-Appalachian and
trans-Mississippi West with the dramatic northward treks of Juan de
. Onate, Juan Bautista de Anza, angl Padre Eusebio Francisco Kino in the
“ settlement of Mexico’s northern territories.

These studies, of course, are only preludes. Students also need adequate

resources for the in-depth and contrastive study of the social, economic,
political, and cultural patterns that evolved in each of these contrasting
regiens over the years. . Fhe egonomic development of “the trans-
* Appalachian West, its cultural traditions, concepts of law, practices in land
_dequigtion, and leljtnonshnps with indigenous populations for example,
should be compared with the economic development of Mexico's northern
territory, with its developing settlemeritsand societies, its cultural tyadi-

tions (rooted both in the Indian civilizations of Mexico as well as in Hispanic

- culture) its concepts of law and political organization, its land graht sys-
tem, and its relahon\hlps with the indigenous populations. United States
history, as taught in-the schools, fails to develop this dual perspective. It
fails to help students understand that when the westward-meving hunters,
trappers, miners, ranchers, and settlers from the United States entered

_ . Mexican territory, they found a highly developed society incorporating
both Indian and Hispanic traditions, which had established agricultural,
. ranching, and mining economics in a region of somewhat adverse climatic

\ and geomorphological characteristics. -
| These understandmg..a provide essential Dbackground for the students’
critical analym of the initial movement of Anglo-American trappers, hun-
. ters, and traders into the Mexican’ territory. They explain the .origin. of
* conflicts in values, traditions, laws, and social institutions provoked by
* Anglo-American settlers who entered this region. The legacy of hatr ed was
evoked by the events of the Mexican-Anterican War and by effort{ toward
cultural assimilation of people who saw themselves as a conquered nation

living in an occupied homelands

Resources To Enrich Transcultural Education

e o build understanding of this era, students need a variety of authorita-
tive resources that plumb these events in depth Their antecedents, their
consequences, and the multiple views of on-the-scene obsérvers need to
be studied, as well as the views given of today'sauthor ltws of this historical
period. ,

A data bank of svlvt.tvd background readings, primary doenments, stndy
prints, and hlmshlps covering the eve nts of these periods, from more than
one®eultural perspective, would bea v aluable resource and wonld provide
suppmt for a mnnher of student attivities in the contrastive analvsis of
these enltures.

Such resonrees would make possible’ the: (1) deve l()pm( nt of a two- or
even three-channeled timeline, starting hmn pre-Cohmnbian time, on

N 1
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which specific events in the dual development of-the two nations could be -

appropriately Tocated and compared; (2) development of role playing and

. simulation of events by students in order to bring alive the historical events
and to foster students’ understanding of the problems and_identification

with the figures involved; and (3) development of a historical newspaper,
created by the students, earrying their in-depth analyses of the events of a
particular day, viewed from more than one reporter's perspective, and
containing editorials with persuasive arguments based on historical facts.
The data bank might include appropriately scaled-down photo copies of
political cartoons, ‘territorial maps, lithographs, or on-the-scenc artists’
renderings of events, which students might clip and use in preparing their
papers. (Inspired students will, of course, supplement these resources by
creating their gwn.) ‘ _ . - . '
Use of sup}))olrtive resource materials would be particularly important in
participating, albeit vicariously, in these cultures and analyzing what it was
like to have'lived with the cultural vilues and world-view of these people.

teaching resources. Newer umong-suclg resources are those derived from
the field of ethnomusicology.— a field concerned with the study of the
‘inherent relationships between the musical expressions of a people, their

cultural vilues, and life style. Recent studies on crdss-cultural learnings *

(i.€., Binnington, 1973) have explored the impact on students attitudes

.and appreciations of other culturés once ethnomusicological resources
were richly and authentically made afailable to them. The evidence is

' Literature, dance, drama, and the arts all provide powerful and moving *

strong that these resources open dimensions in cross-cul‘turai understand-

ings and appreciations tapped in no other way.

Supportive materials for student use” of resource materials in values
analysis would also be important. The culminating event of this era, the war
with Mexico, was a controversial decision. A prototype approach for this
analysis is available in the well-received and now widely adopted Public
Issues Series (Oliver and Newmann, 1971). The purpose of this approach is
to help students analyze and discuss persisting human dilemmas related to
public issues. The instructional strategy is the analysis of public con-
troversy, presented through well-documented case studies, in which the
following processes are incorporated: )

1. Identifying the issue, whether prescriptive (judgments concerned

with the legitimgey of actions and policy); descriptive (problems of
describing, interpreting, and éxplaiping the facts and circumstances
involved): or analyti¢ (problems of meaning or of dne’s definition of
the problem itself):

2. Definihg terms and making distinctions; ‘ .

»3. Clarifying and justifving alternative positions: and
4. Evaluating the cvidence (on the basis of how reliable, valid, or
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representative it is) and evaluating one’s ,position (on the basis of

supporting evidence, its.consistency, its useful definitions of am-

biguous terms, its sensitivity to the test of analogous cases, and its o
- . responsiveness to the full complexity of the issue).

While an issue can be exploredgby classroom discussion alone, it is often .
preferable to support students’ greater involvementin the issue by provid- o,
ing opportunity for rale-playing episodes. This approach enables students
to explore and “try on” alternative viewpoints, as well as to sense what it is
like to enter*into situations not normally encountered in one’s own life,
time, or social status. Encouraging students to research and formulate -
personal “position papers,” before or after the discussion, is another'means

. of further personalizing the experience and encouraging each student to’
- take a stance and rigorously defend it. .
For all these activities, a variety of dacuments, narrative accounts of
“episodes,” and other authoritative materials is required. In the case of
" materials on the legitimacy of the war with Mexico, these might include L]
descriptions of. critical confrontations before the war. Other topics are
debates in Congress and in the press, incorporating positions botlt in
support of and in opposition to the morality of the war; a case study of
Thoreau's act aifd-essay on “Civil Disobedience”; Greeley’s antiwar edito- ‘
rial in The New York Times; and Senator Corwin's eloquent dissent on the .
floor of Congress. Each is well-foctised and éstablishes limits to the scope of -,
admissible evidence on an issue of considerable complexity. -

History Cf The Southwest After 1848

To understand the Chicano experience following. 1848 requires that
students take a comparative view. The higtory of the Southwest can,
perhaps, best he understood in national, if not internatipnal, perspective.
Social studies, we noted earlier; involves students in a ¢juest Tor explana- e
tory relationships. What, then, explains why the Mexican settlers of this
region, despite the guarantees of the Treaty of Guadalupe Hidalgo, were
largely unsuccessful in maintaining their land tit]e§ or sustaining economic

~ equity in this region? And, why did large numbers of Mexican families,

migrating into this region following upheavals of the Mexican Civil, War,
become employed as migrant laborers, a status that persisted for some one
hundred years? N ‘ :

To answer these questions, students must have.access to data concerning
significant economic changes occurring in the United States at that time.-
The nation was in a period of rapidly growing dominance by Northern
industrial capital over the slave economy ofthe rural South. It was aperiod
of rapid industrial development--ma([e possible by the dramatic expansion
of international markets and by the development of its natural and indust-
rial resource base. Within fifty years following the wax with-Mexieo, United
States trade surpassed that of every nation in the world except England.

‘ 13"0
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Within® those fifty years, the United States emerged as a fSor, if not.
uncontested, leader of world capitalism.

No small part of that growth rested on the annexatmn and- r.lpld de-
velopment of the land, labor, and natural resources of the northern ter-
ritories of Mexico. This region encompasses no less than one half the total
land resources of the Mexican nation and constitutes the present-day. states
of Texas, New Mexico, Arizona, Utah, Colorado, Nevada, and California.
The availability-of a large and proportionately inexpensive labor force was
no small factor‘in the economic transformation of this vast région to a

commercnal-agnculturdl empire, as well as its conversion to the vast

“mineral-transport-commumications” network reqm‘red for the coming in-

. dustrial development of this region. ' .

Students can perhaps most easily ‘explore these relatmnslups in tho

example of the early development of the commercial agricultural activitie's -

of the- Southwest. The industrial dev elopment of the North required a

-mounting migration to the cities, which, in their increased demand for

food, constituted a growing, high-demand market for the products of
large-scale coMmereial farming. Coincidental with this demand came the
invention of the refrifferated railroad car and new food canning
technologies, developments that brought eastern and northern cities
within casy reach of eommercial agriculture in the Southwest. Southern
Californa boomed. Commercial growers throughout the We est lme.sted
heavily in irrigation and reclamation of arid lands. ' '
Large migrations of families from Mexico, uprooted by the chaos of their
civil war, furnished a skilled and available labor force for the vast agricul-
tural regions of the territory. Ne understanding of the Chicano experience
is valid without insight into the gmployment of farm laborers in the fields,
the migratory natufe of such work, the isolation from Anglo-Ametican
society, the twelve to fourteen hours a day in the fields, and the legislated
and covert practices of segregation in housing and in seh(x)hng No under-
standing of the moving spirit in social-political action programs of La Raza
today is possible without understanding the half century of widespread
isolation of Chicanos from the political process. This was due; in part, to

voting requirements such as literacy tests and the timing of primary

elections while eligible voters were following the harvests. These condi-

tions prevailed until the California farm labor organizational movement of
the 1960’s. Then the social-political action programs of the Delano farm -

workers bl(mght real henefits to farm workers.

Interesting instructional materials, covering the events of these years,
are plentiful. The history of migratory agricultural workers should be
related throughout to the labor history of Chicanos at work in the mines. on
rail transportation, and, with their increased migration north, in the steel

* and auto plants, packing plants, and tanneries of'the Midwest (Rosales and

A
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* Simon, 1975). These developments &Mwald be.related throughout to the
growth of the labor movement as a whole in the United States. The
comparative approach is particularly viable herc, for the early and contem-
porary controversies (over labor organization, interests of union erganizers
and of management, pedceful negotiations and violent confrontations,
strikes, boycotts, and strike breaking) and their influences ona half century
of nafional labor legislation are all well illustrated by dramatic events in
Chicuno experience. S . ' 5

Of current significance, for example, is the story of the copper miners’

. strike in Arizona, first called iri 1915 to rectify wage discrimfination against
Chicano miners but.resolved finally in 1946 with the support of the Na-

. tional War Labor Board. Or, ‘consider the on-going history of farm labor
organization in California inder Cesar Chavez leadership —a contempor-

“xary example with rich possibilities for students’ role playing, values
analysis, and decision making, This is an ifsue that presents the opportun-
ity to examine and decide a personal stand on such value-laden and

- '

T grapes.

'

o ' " Social studies experiences in these arcas could be enriched by a set of

documents, films, and open-ended case study readings, focusing attention
on the persistent problems of the labor movement in the Unjted States.
These materials could raise such questions as the following: What dre the
legitimate grievances workers have against their cmplovers? By whiit
methods should workers influence public (government) and private (man-

ment have in the protection of its interests? What conflicts are likely to
“ocenr? What restrictions should there be on abor's rights to olygdin it
interests? What restrictions shonld these be on management's power over
the workers? Who speaks for the “public interést?) Whatare the best ways,
given the interests of all parties cone rned, to resolve kahor disputes?
Education In The Political Process ©* B
And Political Realities |

. ' Most significantly, students might engage in vital transculturak leskons
coneerping United States constitutional history. civil vights, and the politi-
cal process. While these learnings can be inclided in the history course, a
more appropriate sétting would be the high school government or civies
oftering. . . ' , )

" The traditional civies program. as Gareia (1973) has statesl. is often
dystunctional for yonth, and particalarly so for Chicanos. The central
problem he cites is the flse’ picture of political reality portrayed by too
many of these programs, Emphasizing the normative. the ideal. and the
static deseription of political institutions, these programs are viewed as
largely irrelevant by Chicano youth. These programs. for example, lack an

. controversial practices as the United Farm Workers' boycott of non-union

agement) policies to olydin their just ends? What rights should manage-""

.
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emphasis on politiaal process and on the analysis of conflict and conflict

. resolution, which is the central interest in political science today. Siypi-

larly, by its exclusive stress on the significance of one's individual vote,
traditional civics teaching has tended to ignore, if not actually deplore,
those legitimate processes by which interest groups may exert. their
strongest impact on policy makers. For minority members, these consider-
ations are important and, incidentally, are being used increasingly as the

~ result of*leadership efforts of such interest organizations as the Mexican

Amerjcan Political Assocnatlon (M APA) and political parties such as La Raza

Unida. *

- Carc:a s reasoning is widely supporfed by those political scientists and

legal scholars who have contrbuted to the restructurmg of political educar .

* tion in order to bring new schoul programs in tandem with new knowledge
“of political behavior and of the socialization process. It is to these new’

programs, then. that curriculym designers for transcultural learnings
might look. While we cannot examine in depth what the par ameters of such .
a curriculum should be, a few-giidelines ¢an be presented. :

Itis imperative to recognize the high degree of political dlienation among
Clncano adolescents. Garcia (1974) found no sigiificant differences be-
tWeen Anglo and Chicano children in California in terms of their trust in

. government. Chicano children, however, were found to feel. greater futil- .

ity than Anglo children about their chances of exerting influence on their

-government and to be less motivated to participate in elections. By adoles-

cence, and particularly in the case of low socio-economic status (SES)
youthe Chicano subjects demonstrated a “trémendous depressive influ-

. ence” in their level of confidence in government, together with a marked

cynicism and alienation. Belief in the significance of the vote, on the other
hand, was relatively strong. Garcia noted this with some surprise since,
until recently, California’s election code disenfranchised those illiterate in

English. Accordingly, parents who were effectively disenfranchised might,

have been expected to transmit to their children their sense of estringe-
ment from the political process. - '

Fvidence showed that only one-fourth of the Chicano ninth graders
sampled expressed the belief that citizens could influence their govern-
ment. Relatively low political efficacy was also perceived by middle SES
ninth graders, who showed a marked decline from the perceived level of
efficacy reported by middle SES sceventh graders. Interestingly, low SES
ninth graders demonstrated some increase in feelings of efficacy as com-
pared with seventh graders; however, their overall attifidewas still one of

‘significantly lower belief in one’s power to influence government than that
of Anglo subjects.

Given these attitudes, what should a hlgh school currientum focus upon
in terms of improved pelitical education progegins for youth? The following
suggestmns are offered in the hope they will generate discussion and v wld .

7
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innovations for ﬁeld testing and evaluation: - »
1. Draw upon existing, authoritative programs in the study of contem-
'~ porary issues on justice and supplement them with casé studies of
. partiefilar relevance to Chicano youth. Outstanding ameng these
sources is the Law In A Free Socie€y Project of the California State
Bar Association, conducted in cooperation with the School of Law of
. the University of Califognia, Los Angeles and UCLA :Extension
(1972).-Concepts and mqmﬁesncentral to the program include: justice
-and injustice’ institutions, processes, and procedures under the Con-
stitution designed to establish, preserve, and promote justice; factors
accounting for inévitable gaps between the ideal and thé reality of

_ justice; means of caping with the gap, and probable consequences of
the failure to do so. Case readings are largely’ taken from the gourts.. :

They include: issues of school segregation; tacking systemsrm the
" high school, discrimination in employmeit; welfare, search, anrcst

and detentjon procedures; and fair trial, penalnes; -and punishinent.

.. One suggeshon for making these studies mére relevant to Chichno

youth is to include among the readings the 1945 case history.of . -

‘Mendez vs. the Orange County. Board of Education in California, a

e . suitfiled to chullenge segregation of Chicano students, and settled i in | |

favor of the plaintiff when the Court ruled thit segregation violated
Jindividual rights under the fourteenth amendment. This case set a
precedent which the United States Supreme Court drew upon in
reaching its landmark 1954 decision of Brown us. Board of | Educanon
of Topeka, Kansas.

2. Liraw upon existing, authoritative programa for the qtudy qf sul)stan-‘ )

tive and procedural rights, under the United States Constitution,’and
supplement them, again, with case studies ‘bearing particular rele-
vance to Chicano youth. Amorg a number of programs currently
available for Bill of Righ{s educatien is the Teacher's Guidle and
Students’ Case Book of Readings, entitled Your Rights and Respon-
sibilities as an American Citizen (Quigley, 1967),

Incorporated in thesesase studies are documents and court cases '

through which students can explore the origins, protections, und
implications of such major guarantees as: liberty under law, freedom
of expression, freedom.of religion, equal protection under the law,

and due process of law. The teag@ng mode is inquiry, with readings -

and discussions centered on such issues as: Should everyone have-the
same voting rights? Should an -employer be required to ‘give all
applicants a:1 equal chaﬂte to get the,job? §hould the police have the
right to stop and search you if they think you look suspicious? Should
you have the right to ask people to disobey laws they think are unfair?
Resource materials provide the perspective for plumbing these and
other issues in depth, particularly in those cases where more than oife
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- right is mvolved and potentlally in conflict. . g
3. Draw upon existing, authoritative programs in the study of ‘conflict -
and conflict resolution, and supplement them with case study read- i
ings,of patticular Televance to- Chicano youth. Outstanding among

e, ~  materials now on the market is the text, Copflict, Pohtzcs, and :
- Freedom (Quigley an% Longaker, 1968). 1
. . The introductory undit-in this program helps students understand
' ' polmml processes in a constitutional democracys the functions of a . .

¢ ! : constitution; the respons1b|l|t|es of political leadefs and of citizens
e within the system; the nature-of dispute, contention, and conflict; as )
well as the “necessity for bringing laws and governmental processes
. to bear in dealing with differences of opinion and interest.’
e Succeeding case studies facilitate discussion of the sources, func-
s tions, limits on, and management of conflict in society. Incurporated
‘ in these studies are readings, largely drawn from the courts, on such
matters as: job dlscnmmatlon labor-management disputes, fair trial
procedures, individual voting rights, election\procedures,*and the
use of force in the control of conflict. v , '
4. ‘Develop case studies that-peyifit “analysis of political processes and
. ., incorporate, amongthose studies, instances of effective Chicano
political action. Included among these studies might be (a)an analvsis
of political processes in the Kennedy-Nixon election of 1960, inciud-
ing the active voter registration drives in Chicano communities and
their effects, which demonstrated to political analysts the sngniﬁcance
of the Chicano vote. (It was conceded, for example, that the
. Kennedy-Johnson ticket couldn’t have carried Texas without Chicano -
. . support, and that henteforth the Chicano vote would be important
- and actively sought) or (b) the example of the 1970 election-in Crystal |
.» City, Texas, when an organized voter drive and intensive organiza-
tional activities, under the leadership of José Angel Gutierrez, led to
. the election of La Raza Unida Party candidates to the Crystal City
Board of Education and City Council, and the election of two mayors )
in the Winter Garden arel. ! A
Common to many of the newer political education programs reviewed o
above is the teaching strategy of open inquiry and, with older students, the
* Socratic method. Both provide opportunity for students to confront con-
troversial issues, to examine alternative-yalue assumptions and their con-
sequences, to formulate and justify a personal position on issues, and, over
time, to clarify'and refine a personally h:ld system of values. By confront- .
ing students with persistent, authentic dilemmas, these programs seek to
develop the understandings and tolerance needed to grapple with complex
realities. Byhaving students actively examine and reach policy decisions,
these programs seek to enhance the student’s sense of political efficacy and
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participation in the political process. By stressing a realistic view of the
political system, these programs seek to reduce student feelings of aliena-
. tion and cynicism and to develop the skills for participating effectively in
_those political processes, - ,

These ends are relevant to a curriculum for transcultural learnings. The
central aim of transcultural edﬁcation, defined earlier in this book by
Hamblin, is development of the self-actualizing, efficacious individual who
is accepting of Self, open to life’s challenges, and actively responsive to
them. Similarly, the means employed — inquiry, values analysis, and
decision-makifg — would'seem epecially relevant to those ends. Implicit
in the -teacher’s use’ bf these instructionsl methods is respect for the

. autonomous learner, belief in the student’s potential for coping produc-
tively with problem situations, and confidence in taking reasoned, intelli-
gent a’(;tion on the basis of a consistent value system. B
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Ethnicity: Impli’ca.tionls For Curriculum

- Development And Teaching

t

. James A. Banks

| am concerned primarily with changing the total
curriculum to reflect.the role of ethnicity . . . and validly

- Jescribe ethnic cultures in our society.

IN RECENT YEARS, vigorous efforts have been made_by schools and
colleges to implement ethnic studies programs. Most of these programs
were created in respanse to demands made by ethnic minorities who felt
that their cultures were either distorted or omitted from the school cur-
riculum. . ’

The. earliest and most vigorous demands for ethnic studies programs
came from Afro-Americans and derived from the Black civil rights move-
ment of the 1960’s, a fight unprecedented in their history. Blacks tried to
gain control of their schools and communities in order to shape a new '
identity (Banks and Grambs, 1972). Keenly aware of how deeply written
history influences people’s perspectives, they demanded an interpretation
of Afro-American history which would enhance their image in the larger .
society and help their children to develop more positive self-concepts.
They called for the inclusion of more Black heroes in school books and the
elimination of textbooks they considered racist. '

Other ali 'nated ethnic'minorities, such as Mexivan-Americans; Puerto
Rican-Americans, and Native Americans, followed the pattern set by
Afro-Americans. They, too, demanded ethnic heritage programs which
would reflect their cultures, aspirations, and political goals (Acuna, 1973

_ Cordasco and Bucchioni, 1972; and Forbes, 1973). Oppressed by the larger

society, they maintained that their plight in society was not taught by the
schools. Some common threads ran thfough the complaints and expres-
sions of these ethriic groups. Most of them’stressed ways in which they
were colonized peoples, victims of discrimination and racisin, politically
powerless, and miseducated. They believed ethnic studies programs

\
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would enhance their group’s self-perceptions and contribute to\\ their
economic, political, and psychological libération. .

The call for ethnic studies programs spread widely. White ethnic groups,_
such as Polish-Americans, Italian-Americans, and Jeyish-Americans, de-
manded éthnic studies programs (Herman, 1974). In some communities,’
white ethnic groups and non-white minorities competed aggressively for,
the limited resources allosated to ethnic studies programs.

Ethhie studies programs in most school districts rand colleges reflected
the political and social demands made within local communities. Often
responding to crises, educators devised ethnic studies. programs without

Y
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giving serious thought to the basic curricular changes negded. Thus, .

hurriedly formulated ethnic studies programs now exist in most schools
and colleges. The overriding consideration was to create programs to meet

- the demands of militant ethnic students and faculty. Consequently, most of

the current ethnic studies programs are parochial, fragmented, and with-
out clear rationales..

Typically, school ethnic studies programs focus on the specific ethnic
group that is dominant in the local school populatiog. In schools that are
predominantly Mexican-American, there may be courses in Chicano
studies, but none that will help students learn about the problems and
heritages of other ethnic groups. " ™ '

Need For Broadening of Ethnic Studies and Ethnic
Modification of The Total Curriculum

Specialized ethnic studies courses will be necessary as long as ethnic
minorities have unique intellectual, psychological, and political needs and
are excluded from full participation in the larger society. Curriculum
specialists, howevyer, have rarely seen the nced to*g(’)'i)eyond such courses,
which are usually offered as electives. They seldone ififase the total cur-
riculum with ethnic content, experiences, and perspectives.

_In this essay, 1 am congerned primarily with changing the total cur-
riculum to reflect the role of ethnicity in American life and validly descrjbe
othnic cultures in our society. If this is desirable, and | feel strongly that it
is, then specialized éthnic heritage courses are grossly insufficient. Such
courses, not offered in most predominantly Anglo schools, tend to em-
phasize isolated facts about ethnic heroes. They do not help students to
develop valid comparative concepts about cthnicity in the United States.
They are based on the indefensible assumption that only stiidents from
cthnie minorities need td study cthnic minority history and culture.

We need to make some, difterent assumptions about cthnic studies
programs and to broaden our working definition of ethnicity. Ethnic
studies programs must reflect current rescarch and theory about the nature
of learning. All students need to develop a minimal level of ethnic literacy
and to understand the role of ethnicity in American lite (Banks, 1975a,

‘\
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1975b, and 1976).

White students, whether they live in a wealthy suburb or in the heart of
Appalachia, should learn about the suffering experienced by the Native
Americans when they were pushed from their lands east of the Mississippi
to the Indian Territory* in the 1800's. The shocking and dehumanizing
internment of Japanese-Americans during World War 1§ should also be
taught. Afro-American students, as well as Puerto Rican-Americans, ought
to know that when the Statue of Liberty was dedicated in 1886, nativism
was rampant in the United States against Catholics and against Southern
and Eastern European immigrants., ln fact, Emma Lazarus’ poetlc words,

“Give me your tired, your poor . .'. " fell on deaf ears.

American institutions were created by the sweat and toil of peopl‘\from
many foreign nations. Because of this, students cannot understand the
complexity of American, history without studying about the ways in which °
ethnic conflicts and struggles influenced its development. Most students
study American history but few of them are exposed to ethnic content in
any meaningful way. School history consists primarily of the agreed-upon
myths which are perpetuated by the school and the larger society (Clegg
and Schomburg, 1968),

L

An Expanded Definition of Ethnicity .

Reconceptualizing and broadening the working delinition of ethnicity
will facilitate the development of ethnic studies programs and experiences,
which are more consistent with current sociological research and learning
theory. Most curriculum specialists have equated an ethnic group with'in
ethnic minority group. Consequently, they have considered ethnic studies
to be ethnic minority studies. We can clarify the differences between these
two groups and consequently these two types of programs.

Individuals who constitute an ethnic group share a sense of group
identification, a common set of values, behavior patterns, and ather cul-
tural elements that differ from those of other groups within the society. A
sense of common identity i is probably the most essential characteristic of an
eth c group. Glazer and Moynihan (1975) point'out that ethnic groups in

pmporary seciety are often economic and political interest groups. If
this sociological definition of an ethnic group is accepred, then almost all
Americans can be considered members-of ethnic groups (Anderson, 1970).
Not only are Italian-Americans, Greek-Americans, and Polish-Americans:
members of ethnic groups, but so are Anglo-Sagon Protcstant§ and Irish-
Americ'\m -

']

*The easter part of present-day Oklaboma was set aside for Indian settlement when Lidians
were forced from the East in the 1800's hecause this territory was considered uninhabitable
by Whites. This region hecame known as Indian Territray. See Edward H. Spicer, A Short .
History of ihe Indians of the United States (New York: . Van Nostrand, 1969),

L] .
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An ethnic minority group, on the other hand, is an ethnic group with
several distinguishing characteristics. Like an ethnie*group, ‘an ethmic
minority group shares a common identity, set of values, and behavior
patterns. Its members, however, have unique physical and/or cultural

* characteristics. Persons who belong to dominant ethnic groups can thus
easily identify them and treat them in a discriminatory way. Ethnic
. minorities are usually politically powerless. '

A Comparative Approach to Ethnic Studies

Ethnic studies programs must be expanded to include the experiences of
many different ethnic groups. These should include Anglo-Saxon Protes-
tants, Irish-Americans, Greek-Ar:cricans, Italian-Americans, as well as
ethnic minority groups. Such ethnic studies programs would more dccu-
rately reflect the sociological meaning of ethnicity. Students could develop
‘ concepts, generalizations, and theories about ethnic groups, which, in

tun, would help them become more effective decision-makei in contern-

porary society. Researchers and curriculum theorists have pointed out that

‘'students must study more than one content sample or group in order to

. develop valid concepts and generalizations (Taba, 1966). Conclusions based

on study of ‘only one sample or group are mere summary statements. To

, formulate valid generalizatibns about a concept such as immigration, stu-
dents must consider the experiences of diverse immigrant groups, e.g., the
French Huguenots in the 1600's, the Chinese .n the 1800s, and the

Filipinos in the 1920's. . : : L
_ Broadly conceptualized ethnic studies programs have other advantages.
Students are able to develop more Sophisticated understandings of the
complex nature of ethnicity in the United State$ when they compare and
contrast the experiences of different ethnic groups. Students who study
only Native Americans, for example, and leatn of the atrocities against
them (e.g., the Sand Creek Massacre in 1864 and ‘the Wounded Knee
Massacre in 1890) might reach invalid conclus‘ons about violence and
ethnicity in America. Unless they study the experiences of other groups -
(e.g., the widespread lynching of Afro-Americans around the turn of the
. century, the eleven Italian-Americans who weredynched in New Orleans
in 1891, and the nineteen Chinese who were killed by a mob in Los Angeles
" in 1871), they may conclude that the experiences of Native American
“groups bear little resemblance to those of other ethnic groups in the U nited
States. ’ »

' Using a comparative approach, studc)nts can correctly ‘conclude that no
ethnic group has been the sofe victim of atrocities, racism, and dehumanig’?
zation in the United States.-In studying ways in which various ethnic
groups have been-victimized, the teacher should avoid the “Who has had it
the worst?” approach. This approach to a comparative study of ethnic

- groups’ will result in superficial conclusions. Individual und. group re-

+
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sponses to bigotry and oppresslon are too complex for easy comparisons to -
be made. '
* Sensitive, informed teachers, however, can help students reach valid
generalizations when they are comparing the experiences of ethnic groups.
For example, the Freneh Huguenots, the Scotch-Irish, the Irish; and the
Italians experienced much dnscnmmatlon 1in America, But the. rejeckon
experienced by white ethnic groups has usually not been as extreme or’
permanent as it has been for non-white ethnics, When they have attained
“sufficient” levels of assimilation and social mohility, white ethnic groups
have usually been permltted to join the mainstream. However, non-white
groups; such as Afro-Americans and Méxican- Americans, are often
excluded even when theyhave become culturally indistinguishable from
the most acculturated Anglo-Americans. Teachers should point out that
both white and non-white ethnic individuals who become highly assimi-
lated do so at a tremendous psychological cost for denying their ethnic
heritages. The non-white’s problems are gspecially acute, since that indi-
vidual may not be fully dccepted by the group whose cultural characteris-
tics have been painfully acquired. B

©

An Interdisciplinary Concei)tual
‘Approach To Ethnic Studies

Ethnic studies programs should draw upon the varions disciplines so that
students can understand the complex nature of ethnicity in contemporary
.society. In many ethnic studies programs, emphasis is placed on facts,
events, and deeds of ethnic heroes. These types of experiences use ethnic
content but with what Cuban (1972) ) has called ““white instruction” or
traditional teaching methods. Isolated facts about Cripus Attucks don’t

* stimulate the intellect any more than do discrete  facts about Thomas

Jefterson or Betsy Ross. The emphasis in sound ethnic studies programs

“must be on concept attainment, value analysis, decision-making, and social

action. Facts should be used only to help students attain higher-level

“concepts and skills.

Concepts tanght in ethnic studies should be selected fiom several disci«

" plines and appropriately viewed from the perspectives of social science,

humanities, science, and mathematics (Banks, 1975s; Gay, 1975). Since
one discipline gives students only a partial understanding of problems
related to ethnicity, they need to view ethnic events from the perspectives
of several disciplines. Students can attain a global perspective by examin-
ing the expressions of ethnic cultures in literature, music, drama, dance,
art, sports, communication, and foods. Science and mathematics-should
also be included in an interdisciplinary study of ethnic cultures.

In literature, students can read such novels as Farewell (» Manzanar,
House Made of Dawn, and Bless Me Ultima (Houston, 1973; Momaday, .
1968; and Anaya, 1972). They can determine the ways in which these
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. \
novels are_similar and different and analyze what the novels reveal about .
the cultures of Japanese-Americans, Native Amencan? and Mexican-
Americans.’In music, the class can listen to and discuss songs from such
musicals as West Side Story (Bernstein and Sondheim, 1958) and Don'’t
Bother Me, 1 Can’t Cope (Grant, 1972). The students can try to determine
whether these songs are valid expressions of Puerto Rican-American and
Afro-American cultures, and what they reveal, or do not reveal about
these cultures.

In'drama, the students can dramatize the epic poem I am Joaquin, and
‘discuss how this drama expresses €hicano history, contemporary life, an
~culture (Gonzales, 1967), They can also dramatize the theater vignette,

“Mother and Child” by Langston Hughes (1972) and discuss what it reveals
about Afro-American life and eulture. Learning the dances that Afro-
Americans, Mexican-Americans, and other ethnicgroups have contributed
to American life and culture can provide further enrichment. Students can
then discuss how' ethnic qultures are expressed and revealed through
dance. They can perform ethnic:dances in a school‘assembly program.

In art, the students can examine the works of painters such as Jacob

Lawrence, Charles White, and Roberto Lebron, determining ways in -
which these and other artists are influenced by and express their ethnicity
through their art. The language arts can foctis on the waysIy which symbols
and communication styles differ between and within ethhic groups and
how they have influenced standard American English.
While studying home economics, " the students can
as sweet and sour pork, baked lasagna, sukiyaki, beef en
hocks and black-eyed peas(Favorite Mexican Cookin’, 197Z; nternational
Cookery,” 1963; The Tuesday Soul Food Cookbook, 1969). They can try to

2termine what these foods reveal about their respective cultures and how
each group satisfies tHe universal need for food. The dlﬂ'elentversxons ofa

“batanced diet” can also be studied.
 In mathematics, studemts can study our base ten and other number

systems. discussing ways in which the number system reflects the culture
in which it develops. They can also leéirn about contributions that various
.- o*hnie eroups have made to our number systen:.

Concepts such as socialization, poverty, conflict, and power can also be
analyzed and studied from an interdisciplinary perspective, although it is
impossible to teach each concept from the perspectives of all disciplines.
Such an attempt, in fact, might result in superficial learning by students.
The excellent opportunities that do exist should be fully explored and used,
keeping in mind that interdisciplinary teaching requires the strong cooper-
ation of teachers in the various content areas. Team teaching will often be
necessary, especially at the high school level, to organize and implement
interdisciplinary units. (Table 1 summarizes my example of teaching oul-
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' .
ture from an interdisciplinary perspective; Figure 1 illustrates the pro-
cess.) :

. Ethnic Studies: A Process of Curriculum Reform

I have argued that ethnic studies should be broadly conceptualized,
comparative, conceptual, and interdisciplinary. (See Figure 2.) Ethnic

. studies should a :be viewed as a process of curriculum reform, which will
result in the creation of 3 new curriculum, based on new assumptions and
perspectives. It should help students gain novel views of their experiences

and a new conception of what it means to be a citizen of the United States.

_ (See Figure 3.) Since the predominantly English colonists gained control
L over most economic, social, and political ir;,sjmtions early in our national
N " history, “to Americanize” has been interpréted as meaning “to Anglicize,”
especially dufing the height of nativism in the late 1800's and early 1900’s
(Gay and Banks, 1975). This concept is still widespread within our society
today. Thus, when we think of the history and literature of the United
States, we tend to think chiefly of Anglo-American history and the works of
Anglo-American authors. . '

Reconceptualizing American Society
Emphasis ori Anglo-American aspects of our culture is so deeply in-
grained in the minds of many students and teachers that we cannot signifi-
cantly change the curriculum by merely adding an occasional lessonor unit
- about Afll'o-Amerir;an‘, Mexican-American, Jewish-American, or Italian-
American histo: y. Rather, we need to seriously examiné the conception of
“American” that is perpetuated in the curriculum, and therefore the basic
.purposes and assumptions of school curriculum.

It is imperative that we totally reconceptualize the ways in which we
view the history and culture of the United States in the school curriculum.
" We should teach about events and situations from diverse ethnic perspec-
tives, rather than primarily from the points of view of .A'nglo-American
 historians and writers. Most courses are now taught’ primarily from
Anglo-American perspectives; these courses are based on what I call the
Anglo-American-Cr.ntric Model or MODEL A (See Figure 3.) Ethnic
studies, as a process of curiiculum reform, can and often does proceed from
MODEL A to MODEL B, the Ethinic Additive Model.-In courses and
experiences based on MODEL B, ethnic content is an additive to the major
curriculum thrust, which remains Anglo-American dominated. Many
school districts have implemented MODEL B types of. curriculum
changes.-Black Studies courses, Chicano Studies courses, and special units
on ethnic groups in the elementary grades are examplés of MODEL B

* types of curricular experiences. )
I am suggesting that curriculum reform proceed dircet!: trom MODEL
A to MODEL C, the Multi-ethnic Model, In courses and experiences based

r . . [y
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on MODEL C, students anﬂiyze events and situations from several ethnic
points of view. Anglo-Amerifan perspectives are only one of several; they

-are not viewed as superior or inferior to other ethnic perspectives. I view

MODEL D (the Multinational Mudel) as the.ultimate goal of curriculum
reform. In this curriculum model, studerts analyze events and situations
from multinational perspectives.

Since we live in a global society, students need to learn how to become
effective citizens of the world community, This is unlikely tohappen if they .
study historical and contemporary events and situations primarily from the
perspectives of ethnic cultures within this nation.

‘feaching Multi-ethnic Perspectives

When studying a historical peyiod, such as the colonial penod in a
course organized on the Multi-ethnic Model (MODEL C), the inguiry

.would not end with the perspectives of Anglo-American historians and

writers (Gay and Banks,, 1975). Rather, students would ponder these kinds
of questions: Why did Anglo-American historians name the English im-
migrants “colonists” and other nationality greups “immigrants?” How do
Native American historians view the colonial periéd? Do their views of the
period differ in any substantial ways from the views of Anglo:American
historians? Why or why not? What was life like for Jews, Blacks, and other

. ethnic groups in America during the 17th and 18th centuries? How do we

know? In other words, in'courses and pi sgrams organized on MODEL C,
students would view historical and contemporary events and sntuatlons
from the perspectives of different ethnic and racial groups.

I am not suggesting that we eliminate or denigrate Anglo-American
perspectives on American society. I am merely suggesting that Anglo-
American perspectives should be among the many different ethnic
perspectives taught in the schools. Only by teaching in this way will,
students get a global, ‘rather than an ethnocentric, view of our nation'’s
history and cultures.

A writer’s experience and culture influences one’s views of the past and

_present (Hughes, 1972). However, it would be simplistic to argue that

there is one Anglo-American view or one Black view of history and con-
temporary events. Wide differences in experiences and perceptions exist
both within and across ethnic groups. Those who have experienced a
historical event or a social phenomenon, such as racial bigotry or intern-_
ment, often view the event differently from those who have observed it
from a distance. There is no one Anglo-American perspective on the
internment as there is no one Japanese-American view of it. However,

accounts written by thuse who were interned, such as Takashima's powerful ’
A Child in. Prison Camp (1971), often provide insights that cannot be
provided by outside observers. Individuals who viewed the internment
from a distance can also provide us with important points of view. Both

- 14
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, . ‘ . Table 1 .

STUDYING CULTURE FROM_ AN INTERDISCIPLINARY PERSlPE‘ CTIVE* '

DISCIPLINE OR CURRICULUM AREA KEY OR FOCUS QUESTION

Social Studies In what ways are the cultures of ethnic
groups such as Afro-Americans, Jewish-"
Americans, and Mexican-Americans, simi-
lar and different? Why?

Reading and Literature How does fiction and other literary works
: by ethnic American authors reveal charac-
~ -~ teristics and components of their cultures?

Music - What doe: the music of an ethnic group
o reveal about its values, symbols, and cul-
. . ture? + '

Drama : . What do plays written by ethnic authors
_reveal about their cultures?

- Physical Education . "~ How do ethnic groups express their cul-
S tures, values, aspirations, and frustrations
in their dances and creagxf movements?

Art What does the art of an ethnic group reveal’
: : about its life styles,' perceptions, values,
history, and culturé?

Communication (Language Arts) How does the language of an ethnic group
" express and reflect its values and culture?
. ’ P What can we learn about an ethnic group
: . by studying it symbols and communica-

- v tion styles, both verbal and nonverbal?

Home Economics What do ethnic foods reveal about an
ethnic group’s values and culture? What
can we learn about an ethnic culture by
studying its foods?

ethnig/group* Tuencets interactions with
other/groups, intragroup relationships, and
its total culture? _ .

Science . How ;ﬁ the physical charaeteristics of an

Mathematics ' What is the relationship between the
- ' number system used within a society and

its culture? What do the symbol systems

" within a culture reveal about it? Histori-

cally, what contributions have different

. ethnic groups made to our number system?

+C 1976 by James A Bunks. Repiiduction without written pennission is strictly prohibited.
N | .
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! B " Figurel

X{ STUDYING CULTURE FROM AN INTERDISCIPLINARY PERSPECTIVE*
P ) ‘5"‘

Social
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~ Reading_
and
Literature

1

Communication

Mathemnﬁf‘s (Language Arts)

CULTURE

4

4]

A
Physical

e Education

Home"
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This figure illustrates how a concept such as culture can be viewed from the
perspectives of a number of disciplines and areas. Any one discipline gives only a
partial understanding of a concept, social problem or issue. Thus, ethnic studigs
units, Jessons, and programs should be interdisciplinary.

*Adapted, with permission, from ]am‘es A. Banks, Teaching Strategies for Ethnic
_ Studies (Boston. Massachusetts: Allyn and Bacon, Inc., 1975), p. 52. ' 1975 by
Allyn and Bacon, Inc. All rights reserved. ‘
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- Figure 2
THE COMPONENTS OF AN EFFECTIVE ETHNIC STUDIES PROGRAM*

Broadly ,
Congeptualized

Inter-

+ Conceptual
disciplinary P

AN 7,
EFFECTIVE

., ETHNIC STUDIES :

: PROGRAM ; .

Process of
Curriculum
Reform

Decisfon-
Making
and
Sorial-Action
Focused

Effective ethnic studies programs must He co'nceptual,- broadly conceptualized,
interdisciplinary, covnfparauve, decision-making, and social action focused, and
viewed as a process of curriculum reform.

-~

*© 1976 by James A. Banks. Reproduction without permission is strictly prohibited.
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N ETHNIC STUDIES AS A PROCESS OF CURRICULUM CHANGE e
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Ethnic stodies is conceptualized as a process of curriculum reform. which can lead from a total Anglo-American o -

perspective on our history and culture (MUDEL A), to multiethnic perspectives as additives to the major : : ‘

currieulum thrust (MODEL B). to a completely multiethnic curriculum in which every historical and soctal

event is viewed from the perspectives of different ethnic groups (MODEL C). In MODEL C the Anglo-American

porspective is only one of several and is tn nio way superior or inferior to other ethnic perspectives. MODEL D, .

which Is multinational, is the ultimate currtculum goal. In this curriculum model, students study histdrical and ’

social events from multinationsl perspectives and points of view. Many schools that have pttempted sthnic

modification of the curriculum have implemented MODEL B tynes f programs. It is suggested here that

curriculum reform move directly from MODEL A to MODEL C ».d ultimately to MODEL D. However, in Copyright © 1975 by James A. Banks.

, those districts which hsve MODEL B types of programs, it is suggested that tisy move from MODEL Bto Reproduction without the althor’s
MODEL C and eventually to MODEL D types of curricular organizations. , permission is strictly prohibited.
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perspectives should be studied in a sound curriculum.
We can fully understand the complex dimensions of American society
« and culture only by looking at events, such as the internment, from many
different perspectives. Various ethnic groups within our society are influ- N
enced differéntly by events; consequently, they perceive them differently. '
One of the goals of ethnic studies should be to change the basjc assumptions
about what “American” means and to present students with new ways of
viewing and interpreting the society and cultare of the United States.
“4Goals that are less ambitious will not result in the radical curriculum reform
o1 consider imperative: - '
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Eva uatm)g And Choosmg Instructlonal
.~ Materials: |
Increasmg The Optlons For Chonce

Eomse Tyler

Ty

individuals learn what has personal value to them.

K
w v

"‘THIS PAPER IS a stitement on, the important task of evaluating and
choosing instructional materials. There are six sections to the paper: (1)
puzzlements, (2) assumptions, (3) recommendations for evaluating instruc-

tional materials, (4) discugsion of selected recommendations, (5) applica- .~

tion of recommendations — an illustration, and( ) developmental psychol
.ogy as a source of helpful ideas. . : N

Puzzlements

Of the many instructional materials in the Curriculum Inquiry Center at
"UCLA, I have selected one small booklet which is illustrative of some of my
- puzzlements. It can also sesve as an example for the application of some .
reccmmendations for evaluating and choosing materials. While some
comments will be madeé about this particular booklet, many of my com-
ménts will be generally applicable to most instructional materials.

* The booklet I wish to share with you is titled, How to Tell a Mother From
a Father (1973). 1t is the thirteenth booklet in Bookshgp A: these are
booklets that are an integral part-of a set of instructional materials de-*
veloped by Cutriculum Development Associates. 'n this booklet, which
pictures mothers and fathers in similar roles, the second-from-the-last page
raises the question; “How do you tell a mother from a futher?” The
response is given as follows: You can't always tell:

by how leng their hair is,

by how vig they are, .

by what they wear, ’

by where they work,

by what they do o )
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The last page then ralses the questlon, “How do you tell a mother from a
father?” '

Now, what are my puzzlements and from what md they arise? T ‘xe) arisc
frgm my confusion about (1) the various guidelines formulated by educa-
tional groups, publishing companies, and scholars; (2) knowledge that is
.developing in various fields, e.g., psychology, sociology; and (3) my own
personal reactions to materials and guidelines.

X N Guidélines e

The following are two guidelines from those formulated by Rosenberg
(1973). 1 will respond to each of these in order to illustrate sorhe: of my
confusions. !

12. Assist students to recognize clearly the basic similarities among all

members of the human-race, and the uniqueness of every single
individual? ; s Yes_ _No____

15. Supply an accurate and sound balance in the matter of Ristorical
perspective, making it perfectly clear that all racial and rtligious and
ethnic groups have mixed heritages, which can well serve as sources

" of both group pride and group humility? (p: .109) Yes____No____

\

Some of my reflections and: questions are as follows: In regard to
Guideline 12, what are the basic similarities among all members of the
human race? Are they primarily biological, e.g., need for food, clothing, .
shelter? Or does this guideline refer also to such human characteristics as .
dexterity, sociability and to intelligence, whatever they may mean. On
Guideline 15, 1 infer that “groups” have some things il common that both
resemble and differ from one another. Yet, I have trouble synthesiring this

. inference in Guideline 12 about basic similarities among all members of the

human race. To continue in a questioning fashion, ifI value the principle of -
accepting people on the basis of individual woith, then howam I to respond
to discussion about group rights, e.g., Jews, Catholics, women? 1 fi nd

, myself in dgreement with Edwin Newman in Strictly Speaking (1974):

I am made uncomfortable when I hear the breakdown of voting results
according to religion and race and pational origih. Not because it isnot a
generally efficacious way to figure out how an election is going — its
efficacy has been demonstrated — hut because it helps to perpetuate
_divisions that we might be better off without. because it leads people fo go
on thinking of themselves in a particular way. as members of a perticular
group, which may have little connection with the issues the election is
about. (p. 79) , ~

I ain well aware, however, that ethnic differences are important. For.
example, 10 an issue of the Los Angeles Times, there was a news article,
titled “Heart Specialist Urges Study of Ethnic Medicine,” (December,

1975). The article discussed the need to focus on the health peculiarities of

racial groups; it indicates the diseases that show a predilection for ethnic

J
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© groups, e.g., Tay-Sachs disease for Jews; Sacroidosis for Swedes; Cboley's
_anemia for Italians, Greeks, -Syrians, and Armenians; cancer of the

‘ment of the Sexes:

esophagus for Japanese, and a type of epilepsy (due to tapeworm infection)

tor Mexicans. Some of these-(%lseases have a genetic base; others, an

environmental one. ' - .
‘Here is an excerpt from the McGraw-Hil! Guidelines for Equal, Treat-

!

Books designed for children at the pre-school, elementary, and secondary .
levels should show married women who work outside the home and should
treat them favorably. Tegching materials should not assume or imply that
most women are wives who are also full-time mothers, but should instead
emphasize the fact thht women have choices about their marital status, just
as men do: that some women choose to stay permanently single and some
are in nio hurry to marry; that some women marry but do not have children,
while others marry, have children, and continue to work ontside the home.
Thus, a text might say that some married people have children and somedo * -
not, and that sometimes one or both parents work outside the home.

Instructional materials:should never imply that all women have.a “mother

instinct” or that theé emotional life of a family suffers because a woman

works. Instead they might state that when both parents work outside the

home there is usually either greater sharing of the child-rearing dctivities or

reliance on day-care centers, nursery schools, or other help. o
According to Labor Department statistics for 1972, over 42 per cent of all

mothers with children under 18 worked outside the home, and about a third

of these working mothers had children under 6. Publications ought to

reflect this reality. - . o

~

" Both men and women should be shown engaged in home maintenance

activities, ranging from cooking and housecleaning to washing the car and
making household repairs. Sometimes the man should be shown preparing
meals, doing the laundry, or diapering the baby, while the woman builds
bookcases or takes out the trash. (pp. 2-3)

As 1 read this guideline, a number of quéstions arise. Wh tis meant by
choice? Do women really have choices about their marital status, as men
presumably do? In the last several years, 1 have heard men complain that
the cultural pressure to get married was tremendous. 1 doubt the notion
that when hoth parents work outside the home there is necessaily greater
sharing of the child-rearing activities or reliance on other agencies. Is this
really so? I not, are new instructional materials propagandizing “new lies?”

1 find myself frequently uncomfortable with much of the materials
written on “sexism.” Let me give a few examples. I have served in various
leadership capacities, and 1 was just as uncomfortable being called chatr-
man as | am now being called chair. 1 also find puzz!ing why the expression
“the average person” is a desirable alternative te “the man in the street.”
Saying what.we mean aécurutely is no easy task, particularly at atime when
changes are occurring. Because we as educators, rescarchers, and/or pub-
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lishers are not yet completely clear about all these issues basic to the

trate our energies on true liberation rather than on trivialities,
Recommendations for evaluating curriculim materials, o-. .hich 1

" worked with a colleague, are equally subject to questioning (Tyler, Klein, et

al,, 1976). Of the recommendations that appear in the Tyler-Klein docu-
ment, many still seem necessary and desirable; however, difficulties in

applying them have made me question our recommendations, just as.1
have questioned many other published set 'of guidelines.

Assumptions ‘

Ten assumptions underlie the Tyler-Klein recommendations and their
use. Briefly stated, these assumptions are as follows:

camp experience in Germany, gives'a very moving description of a young
woman's behavior that sheds light on this assumption. This. woman was
ampng a group of naked prisoners about to enter the gas chamber. When

.the commanding SS officer learned that she was adancer, he ordered her to

dance for him. As she approached him in her dance, she seized his gun and

" shot him. She, too, was immediately shot. Bettelheim commented that this

dancer finally threw off her real chains, in that she did not surrender but
chose a purpose for which to die. o o '
A second assumption is Aristotle’s icea: “For reason more than anything
else is man.” This is of unquestioned importance in my conception of man:
To realize what we inherently can be, our decisions must in part be
determined by reason. A third assumption is Socrates’ idea: “The un-
examined life is not worth living.” This statement suggests that to.think

My fourth assumption is one that frequently appears in psychological
literature concerning personality development or therapy. Freud said,
*“The voice of the intellect is a soft one, it it does not rest till it has gaineda
hearing.” The idea is that people must decide intelligently about their
destiny and that the intelleet is not only necessary hut is persistent.
‘That rationality is both logical ahd intuitive is the fifth asswmnption.

 Ormnistein (1972) explains that the cerebral cortes of the brain is divided into

hemispheres joined by interconnecting fibers called corpus callosum. The
left hemisphere is predominantly involved with analytical and logical
thinking in verbal and mathcematical functions. The right hemisphere
appears to be primarily responsible -for, among other things, our orienta-

. tion in space, artistic endeavors, and our sense of body image. The left

hemisphere processes information in a linear fashion. while the right
hemisphere processes information differently perceiving and integrating

development of curriculumand instructional materials; we need to concen-

The first assumption is that people are defined by their choices. Only as
we make decisions and act upon them, do we realize our potential. Bet-.
“tetheim in The 1 nformed Heart (1965), which deals with his concentration

-~

about life, about wise decisions, is essential if existence is tobe worthwhile. |
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naterial ‘n a simultaneous or catalog fashion.
Up to this point, the emphasis in education has been on |atlonality The
oy sixth assumption is that, however necessary rationality is, it is not suffi-
cient. As Betteiheim (1965) says, “The daring heart must invade reason
with its own living warmth, even if the symmetry of reason must give:away
to admit love and the pulsation: of life” (p. wiii).
The seventh assumption has to do wi}h the function of institutions.
Institutions should "be- evaluated in the’light of their contribution to ‘
- * humankind’s development.’ Since schodls churches, and governments
exist to provigde service to people, they should therefore be evaluated in
: humanist;c terms. :
My eighth assumption’is that educatlon is an art based upon science ,
. (Maritain, 1973). The educator applies scientific methods and procedures
in an artful fashion to develop the natural abilities of each student Art, in
this sense, works with the principles of nature; and by \V()rkmg in harmony
" with them, facnhtc\tes the results that occur.
~ Schooling should be viewed as a process. This ninth assumptlon is
. ‘somewhat similar to one made by Goodlad in an address at Phi Delta _
Upsilon, UCLA, Los Angeles, California in which he views schooling as”
functions to be performed rather than as tied to a place where these
functions occur. The last assumption may "e stated as follows: Individuals
learn what has personal value to them.

Recommendations For Evaluating Instructional Materials °

The recommendations that we ('lyler-l(lein etal., 1976) have formulated
have beerf grouped in the following categdries:
I. Rationale
II. Specifications
.. III.  Appropriateness
IV. Effectivencss
V. Conditions
Z VL. Practicality
VII. Dissemination

_ - Under Rationale are found statements concerning several of the basic
principles of curriculum and instruction. The section on Specifications
pertains to the objectives. Under the category Appropriateness are state-
ments having to do with the nature of the learner for whom the material is
being developed. Effectiveness is concerned with.characteristics and con-

" ditions necessary for determining the impact of curriculum and instruc-
tion. Under Conditions are statements having to do ‘with characteristics,
provisions, and procedures necessary if the curriculum of materials are to
be utilized. Practicality pertains to cost of materials, building facilities, etc.

Finally, Dissemination is concerned with effective communication prac-'
tices. .

[ 3
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There are, in all, 28 recommendations grouped under these éight .

e categories in the Tyler-Klein document. I shall refer, howeyer, to only
' eight of them; they are as follows:

Rationale
. R1. The value of the objectives must be substantiated. (Essentialy

R3. The basir for the selection of the content of the curriculum and
instructional materials must be described: (Essential)

" . R5. Learning opportunities should be directly related to the behavnor
' and content df the specified objectives. (Essential)

" Specifications

§2. Objectives should be specified operationally, i.e., behavioral re-

sponses of students. (E‘ssentlal)
K ™ Appropriateness . - '
: Al. The kind of student for whom the curriculum and .instructional
‘materials are designed-should be specified. (Essential)

. A2. The curriculum and ‘instructional materjals should be revised at .

. appfopriate intervals, (Essential)

. Effectiveness
El. Technical’ manuals' should “cite sources of available evidence to

) < document any claims made about effectiveness and efﬁcnency (Es-
' sential) o .

'Conditions

g

C3. The technical manual must describe in detail the kinds of behavnor .

which the teacher is to utilize. (Desirable)
Discussion Of Selected Recommendations -

Each of these] selected recommendations will be discussed in turn.
R1. The value of the objectives must be substantiated. (Essential)

The prolucer of curriculum and instructional materials should present

documentaiion abaut the value of the objectives formulated. The con-
sumer will profit from an opportunity to examine this substantiation. It will
. helpin selecting curriculum and instructional materials consistent with the
' . consumer's values. Or it is conceivable that the justification may be persua-
sive enough so that the consumer may change his objectives.

R3. The bhasis for the selection of the content of the curriculum and
' instructional materials must be described. (Essential)

. The déveloper or producer should explain on what basis the content was -

selected.\For example, on what grounds are topics of time, space. matter,
light, and motion selected as basic components of a-physics textbook? The
basis for this recommendation is similar to that for R1: if the producer is
required to inform the cinsumer of the basis upon ‘which content is
selected, more significant ontent wilk probably be selected. Furthermore,
adescription of the basis upon which content was selected makes it possible

.
*
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a3 for & e consumer to_more wisely select materials for the local situation.

2 . R5. Learning opportunitiés should be directly related to the behavior
- and content of the specified objectives. (Essentfal) *

Inspection of learning opportunities, (e.g., films, texts, and attivities)

learning opportunities to the objectives. For example, if the objective was
‘to develop the ability to formulate problems in biology, and th®laboratory
manual was so written that the problem was always given to the student,

Téaming opportunity could be questioned.

S2. Objectives should be. specified operationally, i.e., behavioral re-
sponses of students. (Essential)

Behavior is broadly defined as including thoughts, feelings, and actions.

’ : The objectives can'be clarified furtiicr by describing the evaluation proce-
dures regarded a$ appropriate. ’ .

* AL, The kind of student for whom the curriculum and instructional

" materials are designed should be specified. (Essential) '

Characteristics of students for whom.the materials were designed (such
*as age, sex, prerequisite skills, and socio-economic class) are to be re-
ported. Curricula and materials can be more effectively designed if charac-

- teristics of learners are specified. This information also helps the consutmer_

select materials appropriate for particular learners, *

A2. The curriculum and instructional materials should be revised at
appropriate intervals. (Essential)

-~

Changes in subject matter, as well as in the nature of student abilities
and interests, make perfodic fevision of curriculum.and instructional mate-
rials essential. In some subject areas (e.g.. biology), knowledge and
methodoldgy are changing rapidly. Curriculumn and instructional inaterials
must, therefore, reflect these changes.

El. Technical manuals should cite sources of available evidence to -

document any claims made about ef%ectiveness and efficiency. (Es-
csential) '

These’ sources should not be limited to the project’s studies but should
include evidence from other carefully documented stndites. Studies dage
to evaluate the programs should be described in astraigh'“yrward manner.

C3. The technical manual must describe in detail the kinds-of behavior
which the teacher is to utilize. (Desirable)

Instructional materials may require teacher competencies quite diffex-

' ent from those teacher users now possess. These reqnired competencies
must be described in detail so thaf the curriculum and materials can be
effectively utilized. For example, ifa curriculum or set of materials is based

upon the student’s déveloping inquiry skills, and new teacher competen-

cles are essential, needed behaviors must be described in detail so that the
] 8 .

- can be done in order to make some judgments ahout the relevance of the '
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teacher can adequately utilize the materials,
Application Of Recommendations —*An Hlustation - NP
. Any set of gl.idelmes or recommendations, cven if clear, are not easy to
apply. In my evaluation of instructional materials, I do not apply the -
criteria or recommendations in sequential fashion. For example I first
assess the materials in terms of S2 (objectives should.be specified opera-
“tionally, i.e., in terms of behavioral responses of students); next in terms of
R1 (the value of the objectives must be substantiated); ten in terms of two
.~ criteria of appropriateness: Al (the kind of student for whom the cur-
. ticulum and instructional materials are designed should be specified), and
A2 (the curriculum and instructional materials should be revised at appro-
", priate intervals). 1 usually scan the instructional material(s) ard also read
. any informational material available. A well-documented set of materials
usually makes it fairly easy to determine what the objectives -are (52),
for whom the materials are developed (Al), as well as their up-to- .
.+ dateness (A2). ' .
Now, if we look at these recommendations with regard to an exemplar, .
 How to Tell a Mother From a Father (1973), discussed earlier in this paper,
we note that the Bookshops' prime objective is to foster the habit and love
. of reading (R1). To us, this is a véry desirable objective, and we think we
have some iddea of what jt means (52). Some additional characteristics of the
stories included in the Bookshops are noted, i.e., fair representation of all
kinds of people, and concern with the umvereals of life, readability, and.
diversity. Recommendation (A1) is concerned with the kind(s) of students
for which this instructional material is appropriate. What would you say?
-+ '+ Possibly you don’t consider the materials appropriate for any child. Cer-
' tainly, they introduce some ¢oncepts countervailing to frequently encoun-
tered notions of mothers and fathers. This judgment, of course, should
relate to A2, the need for up-to-dateness.
At this stage in our evaluation, we begin consciously to focus on recom-

mendations (R3) (the basics for the selection of content . .. must be .
R described), as well as R5 (learning opportunities should be directly related
- to the behavior and content of the specified objectives). To a certain extent, “
this little booklet gives fair representation of all kinds of people. Whether it )

récognizes the fundamental notion of “father” and “mother” or what under-

lies it, we are not so sure. Some research is needed to clarify concepts in the o

process of change. , . ‘ '
With regard to E1 (technical manuals should cite sources of available

evidence to document any claims made about effectiveness and efficiency), * ‘

1 found no evidence in the irformational material I was able to secure. I~ =,

have not written the publisher, however; to request information on what /

evaluation studies might have been made. An evaluator or classroom

teacher would nced to do this. Criterion-referenced tests are included, a

practice that is ve ry unusual but essential. .

E Qo ., | 15{:' ‘ N




148 - . Curriculum & Ins_truc'tion:

Developmental' Psychology As A Source For Helpful Ideas

Sociologists and psvchologists are making great contributions to our
understanding of individuals, their growth, development, and behavior —
individually and in groups. All areas of knowledge need to be utlhzed for
enhghtemng the educational process.

I our attémpt to obtain_some insight into both the evaluation of instruc-
tional materials and the meaning underlying the booklet, How to Tell a
Mother From a Father (1973) (as an exemplar of the whole issue of sexism in
curricular materials), we begin to peruse the writings of several
psychologlsts partlcularly those of Erickson (1962, 1974) and Bettelheim
(1975). These psychologists are cited-as illustrative of persons whose

" knowledge may. be helpful to us in developing instructional materials.

In 1975, Bettelhein wrote a brief statement, “Some Further Thoughts

- on the Doll Corner,” that is very provocative. This is a statement supple-

_menting an article by Paley (1973) titled “Is the Doll Corner a Sexist

Institution?” This is a thought- provokmg, charming discussion of how ht& )

girls take the same “feminine” roles in the doll corner that their moth
took a quarter'céntury ago. Of the 30 mothers of the children in this

kindergarten, three-fourths are professionals; of the six who do not work at

their profession, three are working on graduate degrees.

Bettelheim (1975) makes the point that children, in their play in the doll
corner, act out their fantasy wish that mother remain home with baby all
~day long. Children do not act the fantasy of father’s staying at' home,
inasmuch as‘mother is much more important as the source of physical and
emnotional security. Bettelheim also says that children try to come to terms
witha questlon central to their young lives: What can I do in this world?
“What can thy body do? What is it good for? These are questions that deal

with individuation. Girls and bhoys are dealing with thesc questions in’

relation to their unconscious and semiconscious conceptions of what thonr
bodies are all about.

Bettelheim introduces Erickson’s concept of “inner space”™ in his dlscus-
sion about girls’ views of themselves, and his concept of outer space” in
discussing boys’ self-concepts. If a_child’s early play, according to Bet-

telheim, does not create the basis for a mature acceptance of sex identity,
* one which no longer rests on the notion that occupation is sex-related, a

child may later have difficulty in developing this attitude. -

Bettelheim ends his provocative essay on “the doll corner” by indicating
that what was wrong with the old views of sex roles was not the ways
children played them out, but the fact that later education failed to assure
them that sex differences are not attached to particular occupational roles.
He closes with the following statement:

'Only on such firmly established assurance that in one most important

t respect men and women are quite dissimilar can be built the conviction that
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they are equally equipped to assume most important functions in society.
Only after security about being a female or a male has been gained dees it

_ stop making any difference whether a person is a mule or female physician,
physicist, or truck driver. Because only then can they be satisfied at the
same time with their sex and their occupation. \pp. 367~368)

Conclusnon‘

The title of this paper included increasing our options in education.
Since .this notion may not have been made sufficiently explicit, a few
‘comments ‘will now be made to clarify it.

First, for teachers who are supportive, facilitating persons, the use of the

Tyler-Klein recommendations, particularly those on appropriateness and.

effectiveness, will make it possible for them to demand materials that
increase the likelihood of children’s developing their full potentialities.
Second, in helping learners, who are our prime concern, teachers will
find that sound knowledge of developmental psychology is essential. Only
as we increase. our understanding of children’s development (and con-
sequently our own) will we be able to supply an instructional setting and
curricular matenals that will facilitate their development rather than satisfy

us adults in acting out issues we have failed to resolve satisfactorily ih our
own lives. ¢+ ; : (
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.+ « parents and teachers are correct in saying that
currently used readiness and achievement tests are
.culturally biased against minority-group children. K

THIS PAPER IS concerned with the issue of cultural bias and the use o&
tests. We would like to give you an idea of how,we see some of these issues. '

First, we assume that one of our major concerns is the high failure rate of ]
‘minority-group children in the current educational system. We know this: | .

we don't need tests to document the situation. Businessmen are complain-
ing that many students frofp our schools are unemployable in terms of their:
basic skills; there are many dropouts, and many student$ who remain are

dissatisfied with the way in which they are being educated.

Bases For Ankiety About The Use And
Misuse Of Standardized Tests L

We know that tests have dramatically and continually demonstrated the
high failure rate among minority students. We believe that it is the high
anxiety about tests, the way in which the information is used, and what

* purposes it is used for. The results of tests have been misinterpreted and -
used in harmful ways against the people who take the tests. For example, .

~ social scientists sach as Madison Grant used the low average intelligence
test scores of immigrant groups as evide 1ce of the threat of such “hordes” to
the American tradition. His book The Passing of the Great Race (1921), was
extremely influential in effecting passage of restrictive immigration laws in
1924. While we can appreciate now the tremendous cultural bias of those
tests, we are also aware that the information generated from those tests are
used against the individuals tested, in the sunse that restrictive laws were

 passed, and families and relatives were unable to come to America.

More recently we have scen comparable misinterpretation and misuse of

wc . 16i
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ase Mexican-American children, not fluent in English, had been adminis-
tered’intelligence tests in Erglish. On the basis’ of the invalid scores
‘ / obtained, many of them had been incorrectly placed in classes for the .
"/ mentally retgrded. .
! Therearé legitimate reasons for ti.e anxiety many people have about the
use of test iesults. One source of this anxiety is the fact that minority-group
' children have had high failure rates. Many educators who are interested in
B efficiency and effectiyeness, and even those with a more humanistic ap-
oo proach to educ 'on,('isk: “Who's to blame for' this? We've got to do
/ »  something ahom?tliig e T

7l\est results, as demonstrated in the case of Diana vs. San Francisco. In this
C

/ w In the last few years, two major groups have been prime taigets for
/" blame; ‘critics have used the information about student failure against
/ T, them. Those two major groups hatée been (1) the child and the family; and
/ ) @ the-school system and the teacher, in particular the teacher. Now, the
t natural consequence of being blamed is to try and move off target, ‘to
. defend one’s self, and perhaps to project the blame elsewhere. Well, what
' has happened? These two groups have developed explanations to deal with

" the blame that’s been thrust upon them. o :
In many situations, the child and 'the family have not been in the same
- camp as the teachers. At onk time, tests were highly endorsed by teachers
as part of the scientific base for education. As the blame for poor Sce 'es was
shifted from children to teachers, however, teachers’ groups began or- Y

ganizing against testing, ' ' '

In fact, as teachers have become concerned about being blamed for the
failure of children, they have joined parents in endorsing the explanation
that the high failure rate on standardized tests is due to the fact that the
tests are culturally biased. The inferences usually made are: (1) that if the
tests were not biased «differences in the performance of minority-group
children would disappear; and (2) since tests are biased, they should not be
used. : ‘ '
~ Jtis a fact that many minority-group children enter school with highly
developed linguistic skills and cultural styles \hat are different from those
demanded at school; the literature is replete with discussions of tI¥s fact.
Therefore, we take it as given that both parents and teachers are correct in
saying that currently used readiness and achievement tests are culturally

. biased against minority-group children. To many teachers und minority- .
group people, the cultural—diﬁerem-bxflrgnmvnt constitutes a reasonable
jastification for eliminating the tests. vachers don't like to be blamed for
; the child’s not passing the test, nor do minority-group families. In many

instances, they may be embarrassed by the conceptof cultural differences. "
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& o . . . Proposals For Using, Adapting, Or ¢
R . Eliminating Standardized Tests .
The question then, is this: Is there justification for eliminating tests
because they are culturally biased? Is this action reasonable? Perhaps the
answer is 1.). Flr:\m\s look at what the tests are and what purposes they :
« serve. It is true that the-tests sample vocabulary, mathematics concepts, ‘
and information of the mainstream culture. It is also true that the tests are
« ' usually good predictors of later school performance. If you can master the

test-reiaicd content, _your chances of sucgess aregreater in terms of school .

.achievement, jobs requiring verbal skills, and opportunities for higher E

education. Given these facts concerning tests, what can one infer abouta °

- child outside of the mainstream culture who takes them? The child’s test
- performance does not mean the same,as that of a child who is a product of
the dominant culture. .

A child examinee who is a product of the dominant cult )lre is demonstrat-
ing how well he/she learned that culture. A child who is fiot a product of the
‘dominant culture is'demonstrating the extent tq which he/she has been
acculturated. The child is showing how much has been learned about a
different culture, one that may be difficult for'him/her to learn hecause it
may have been presented in ways that say: The way you are is no good, and
only through adopting this culture can you be gqod!”

The tests, then, assess how well a culturally different child has learned a
sample of mainstream content and skills. Therefore, one cannot say that .

. tests should be eliminated because they cheat the child of the Gpportunity
tolearn. After all, it is presumably a major obligatiorihe school system to ot
prepare children for [y‘tlcnpahon in the mainstream culture: '

Since the goals of public education include the preparation ofall children

. to function économically and socially in the larger society, it would appear
' unreasundble to us to reject tests that serve as a barometer of the attain-

ment of those goals. It would be analogous to the ancient practice of
shooting the messenger because he/she brings bad news. If oneot the gouls
of public education is knowledge of the mainstream eulture, then tests that
sample such knowledge and skills appear to be appropriate tools. Now, that
position does not mean that we can accept the fact that test results. dre
frequently mlsinterprcted and misused. Evelyone concérned in the
educative process needs to understand that tests used with minority-group
-children provide indicators of acculturation and not learning ability. Given
the cultural diversity of our school population, three possible alterhatives
exist concerning testing:

1. Use present tests as barometers of how well students are pl ogressing

in knowledge and skills needed to compete in the present system,

2. Develop and use a variety of types of tests, cach typv(nltnre -specitic
~ to an ethnic minority group; .md <
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3. Algandon'sgandzlnr'ciized testing, ) .
Tests And Barometers

Educators who argue for the barometer approach believe that while the
tests may yield little information of value on individual children, they may
still be useful in deternining how well the school system is meeting its
goals, payticularly concerning the progress of culturally diverse children.
The problem encountered by the District of Columbia Public Schools
following the Brown decision is an apt analogy. The District of Columbia
had a segregated school system in 1954. When the Brown decision (declar-
ing that separate education could not be equal) came down, the school
board issued the following statement in a press conference: “We are going
to dismantel our segregated school.system and‘we are going to have a
color:blind school system. We are not going to know who's black or who's
white,” However, Washington quickly rescinded that policy statement
when they realized that. to comply with'the Brown decision, they had to
know who was white and wh was black in order4o determine whether or

‘not the system was meeting its obligations under the court ruling.

-+ Culture-Specific Tes

some people have agvocated that educdtor:it(mld develop and use
alternative tests, tests which are culture-specific in that they focus on the
ethnic child and the culture.”Unfortugately, there have not been many:

serious attempts at this. An example of Gine such test'is the Black Intelli- .

- gence Test for Cultural Honkies (BITCH), developed by Robert Williams

-

(described in Samuda, 1975, p. 145). 1t%s a multiple-choice vocabulary test,
based exclusively on the Black subculture. While this test certainly dem-
onstrates the fact that an examinee who doesn’t know the cnlture can't
pass the test, the value of the test as a predictor of real-life crjteria of
educatiomal or. occupational success has’ not been sundied. The work of

> Mercer in demgqustrating how tests reflect acculturacion began with

thorough research studies (Mercer. 1971) and has resulted in recommen-
dations for alternative procedures (Mercer, 1977). Samuda (1975, pp.
142-145) reviews the meager cfforts which have bed made in the de-
velopment of culture-spécific tests, as well as other alternatives to tradi-
tional, standardized tests(Samudg, 1975, pp. 131-157). Until the goals are
officially changed, it seems Icg'itimat(f that the schools obtain information
on the degree to which such -goals Qe met,
: No Tests

Where does this discussion leave us® Ten years ago we had standardized
tests and farge groups of minority ehildriwfailing those tests. We still have
the same tests. and we still have large numbers of children failing, Now we
have a growing controversy over what to do with standardized tests, a

ontroversy that consumes a great deal of time and energy.
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We recently spent some time trying to determine who uses test scores

and how. Ourbrief examination led us to wonder whether te¥ting programs ‘

“are currently useful or necessary. The following anecdotes are illustrative.

A group of educators were preparing a test i a specific content area. They

informed us that it was their intent to make the test difficult, thereby

insuring low scoves. They, felt that when the general public and policy-

makers saw the low scores they would be so alarmed that they would -

channel more money and more teache .rs into that suhject area. Their hopes

of Sputnik by the Russians. Other educators assured us that the tests would

not be useful and that publicity concerning low scores would not be

rewarded. The public and policy-makers, on the contrary, {would take
money (special programs) away from minority-group children because of a
sense of futility when test scores were being used as a political foothall to

- prove already preconceived notions about, what was valuable in education
* (Fitegibbon, 1973). -

A principal and a counselor, who were both arguing .1g.1mst use of gr()up
tests, put it another way. They said that a good teacher or principal knows
ehough about student achievement” in school and that the test results-

provide no new information. Moreover, the test results might be used
negatively by individuals who did not understand the limitations of tests.
On the other hand, they argue, a poor teacher who does not know how
much students are learning will not be able to use test results effectively.
Therefore, they conclude, tests shquld be eliminated because they have
the potential to do more harm than good. ’

We believe the socio-political uses of tests results should be eonsidered
carefully in any discussion of tests. This puts us in a position of saying that
perhaps tests should be abandoned now, but that at ynother time, in &
different political climate, these samie tests might prove valuable,

It is clearsthat many people are criticizing tests as they are currently

constracted. used, and interpreted as a basis for policy decisions. While

the voices are consistent in criticizing the tests and declaring them irrelev-

~ant ‘or culturally binsed, there is little arguiient concerning how the

problems of irrelevance and cultural bias should he addressed. One major
attack on the problem tends td'be technical, the presumption being that
what is needed are hetter tests. We tend to disagree with that position. As
we demonstrated carlier.” the same results from a tegting program can be
used for diverse policy ends — either as a hasis for expanding or terminat-
ing a program. That heing the case, we find tests in themselves irrelevant to
policy' decisions. [t reminds us of the response we once received from a
former cabinet member when we asked him for his definition of policy-
relevant research. The cabinet member smiled broadly and wphvd
“Poliey-relevant research . . . is whatever research fits my policy.”

“were based on what happened in science education following the launching |

P
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The public and policy-makers, no matter how improved fests hecome,
will continue to use test results to'support their own belief-systems. Until
we ¢an use test results in a fact-finding spirit, changing tests seems to be a
futile exercise. Therefore, we opt for the alternative of suspending testing

“or the Present, oo s e s s e

Such a position is tentative and reminds us of the story about the boy who
was sitting doing his homework when his grandfather approached and said:
“David, life is like a cup of tea.” The little hoy roked up startled and asked:
“Grandpa. why is life like a cup of tea?” The grandfather stroked his beard,
thought for 1 moment, and said: “Alright, life is not like a cup of tea.”
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